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Abstract 
Teachers’ Perspectives: Exploring the Reading Gender Gap Among Elementary School 
Boys. Teleshia Mincey-Jones, 2016: Applied Dissertation, Nova Southeastern University, 
Abraham S. Fischler College of Education. Keywords: academic achievement, achieve-
ment gap, elementary education, reading readiness, gender differences 
 
Reading mastery is essential for academic success. As an emphasis is placed on more ri-
gor in education, some boys are being left behind in the area of reading. School districts 
are adopting new rigorous standards and transitioning to produce students who are career 
and college ready upon graduation. Girls are responding positively and thriving academi-
cally; yet, boys continue to underperform girls at the district, state, national, and global 
levels.  
 
The gap between girls and boys in reading is three times greater than the gap in reading 
between Whites and Blacks, reported by the National Center for Education Statistics 
(2013b). This dissertation explored the achievement gap in reading between elementary 
school boys and girls from the perspectives of elementary school teachers’ lived experi-
ences derived from a temporality of their past, present, and future lifeworld existentials. 
Seven teachers were interviewed and provided their lived experiences on the reading gen-
der gap. The findings indicated that boys need to read more to increase stamina and flu-
ency when reading. Society has embraced the boy code and it is deemed acceptable that 
boys are not reading as much as girls. Teachers in this study recognize that reading com-
prehension is a life skill and the gap has to be closed in the elementary grades. If not, 
boys run the risk of widening the gap to a point in which they may lose all interest in 
catching up.  
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Chapter 1: Introduction 
Reading is the foundation by which learning is developed and is an essential skill 
for all students to master to become academically successful (Connor et al., 2011; 
Cooper, Moore, Powers, Cleveland, & Greenberg, 2014; Duke & Block, 2012; Hernan-
dez, 2011; Hoffert & Sandberg 2001; La Paro & Pianta, 2000; Wolter, Braun, Hannover, 
2015). The gender gap that exists in reading, typically appearing early in elementary 
school, suggests that boys are at risk of falling behind girls. Due to this disparity, boys 
are starting elementary school at a disadvantage. This gap only widens as boys and girls 
progress through school (Clark & Burke, 2012, Gill, 2005; Parsons, 2004; Robinson & 
Lubienski, 2011).  
During the 1990s and continuing into the new millennium, many aspects of the 
elementary classroom transformed to include a curriculum shift toward reading readiness 
for all students (Ingersoll & Merrill, 2010; Kenney, 2011). However, the emphasis on 
reading readiness highlighted boys’ weaknesses and girls’ strengths (Mead, 2006; Robin-
son & Lubienski, 2011; Sax, 2001; Whitmire, 2010). The premise found in these studies 
that highlighted differences between genders is that boys’ and girls’ brains are wired dif-
ferently (Connor, 2013; Gurian, 2011; Ingalhalikar et al., 2014; O’Connor, 2013; Sax, 
2005). The neuroanatomical differences between the genders can be categorized as either 
differences in the maturity of the brain structures or neuroanatomical and neurophysio-
logical sex differences that appear in the brain at an early age and continue into adulthood 
(O’Connor, 2013; Sax, 2001, 2006). 
The average boy is less mature than a girl of the same age (Bramen et al., 2011; 
Gurian, 2011; McIntosh, Reinke, Kelm, & Sadler, 2012). Young girls are said to possess 
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more literacy skills than young boys (Baron-Cohen, 2003; Coley, 2001; Eriksson et al., 
2012; Gurian, 2009; Matthews, Kizzie, Rowley, & Cortina, 2010; Maynard, 2002; Tyre, 
2008). Girls demonstrate superior verbal skills at an earlier age, which leads to girls artic-
ulating earlier with greater proficiency and greater complexity than boys of the same age 
(Chenoweth, 2012; Eriksson et al., 2012; Gurian, 2009; Maccoby, 1966; Tyre, 2008).  
Throughout the 21st century, data collection and research have targeted boys and 
literacy across the globe, including Canada, the United Kingdom, Australia, New Zea-
land, and the United States (Alloway & Dalley-Trim, 2006; Farris, Werderich, Nelson, & 
Fuhler, 2009; Mullis et al., 2012; Robinson & Lubienski, 2011; Skelton & Francis, 2011). 
The literature portrayed the principle that boys are less engaged in literacy learning than 
their female peers (Lam et al., 2012; Senn, 2012; Vantieghem, Vermeersch, & Van 
Houtte, 2014). Research substantiated claims of the national reading gap between genders 
(Bozack, 2011; Conlin, 2003; Gambell & Hunter, 2000; Legewie & DiPrete, 2012); how-
ever, this is not a gender generalization. Not all boys are lagging behind, and not all girls 
are doing well in reading (Alloway & Dalley-Trim, 2006; Martino, 2008; Sommers, 
2013).  
Statement of the Problem 
This phenomenological study explored the perspective of elementary school 
teachers on the reading achievement of boys in third through fifth grade. The study fo-
cused on teachers in a Florida school district. On average, elementary school girls, re-
gardless of racial background or socioeconomic class, are outperforming boys academi-
cally in the area of reading. Nationally, more girls have achieved proficiency on standard-
ized reading tests in all 50 states (National Center for Education Statistics [NCES], 
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2013a, 2015b; Orekoya, Chan, & Chik, 2014). According to data from the NCES 
(2013c), from 2009–2013, the reading assessment scores have shown a 7-point difference 
between genders favoring girls. Based on the available recorded data, since 1971, this gap 
increases as students progress to middle school (NCES, 2013c). The NCES (2015b) pub-
licized that in 2015, 33% of male and 39% of female fourth graders achieved proficiency 
in reading. An even larger gap was shown in Grade 12, with 20% of males and 39% of 
females achieving proficiency in reading (NCES, 2015b).  
The initial Florida Comprehensive Assessment Test (FCAT) was administered in 
1998 as part of the state of Florida’s strategy to increase student achievement by imple-
menting higher standards (Florida Department of Education [FLDOE], 2015). This initia-
tive was a direct response to the provision of the No Child Left Behind Act (NCLB) re-
quiring states to demonstrate adequate yearly progress through standardized testing 
(Kaufman & Blewett, 2012). This criterion-referenced assessment was administered in 
Grades 3–11 in mathematics, reading, science, and writing. The score measured the stu-
dent’s mastery of Florida’s Sunshine State Standards benchmarks (FLDOE, 2015). The 
FCAT 2.0 was introduced during the 2010-2011 school year to align with the Next Gen-
eration Sunshine State Standards in reading and mathematics (FLDOE, 2015). Until 
2015, students in the researcher’s district were assessed yearly using the FCAT or FCAT 
2.0 (FLDOE, 2015). Based on district scores from the FCAT 2.0, elementary school girls 
were outperforming elementary school boys throughout the district in reading. The FCAT 
2.0 data retrieved from the FLDOE (2014) revealed that girls had scored higher on the 
reading portion of the FCAT 2.0 in Grades 3 through 5 since its implementation in 2011.  
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Florida’s state data are consistent with data from the researcher’s district; elemen-
tary school girls are outperforming elementary school boys statewide. From 2011–2014, 
FCAT 2.0 state-level data revealed the percentage of elementary school girls achieving 
proficiency ranged from 60–64%, compared to 52–59% for boys. In the researcher’s dis-
trict, similar data showed the percentage of elementary school girls achieving proficiency 
ranged from 59–65%, compared to 51–59% for boys (see Appendix A for highlights for 
the district-level and state-level data by gender) (FLDOE, 2014).  
The gender gap in reading favoring girls is consistent at the national level. The 
NCES reports national reading scores for students in Grades 4, 8, and 12. Students in 
these grades are assessed every 2 years, and the data are reported on the Nation’s Report 
Card (NCES, 2013a, 2013c, 2015b). The Nation’s Report Card gives aggregated data 
(i.e., grade, gender, and jurisdiction) of the average scale scores for reading for each as-
sessment year. The national statistical data presented in the Nation’s Report Card for pub-
lic schools were consistent with the Florida state-level data and the district-level data. 
The results from 2009, 2011, and 2013 national reading assessment showed that girls out-
perform boys in U.S. public schools and Florida public schools by 6 to 7 points (see Ap-
pendix B for highlights for national data by jurisdiction). 
Phenomenon of interest. When comparing the achievement gap between sub-
groups, the NCES (2013b) showed the current gap between girls and boys in reading is 
greater than the current gap between Whites and Blacks in reading by 300%. The reading 
gap is not unique to a particular country. The Program for International Student Assess-
ment’s (PISA) findings revealed girls outperformed boys in all 43 of the Organisation for 
Economic Co-operation and Development (OECD) countries surveyed (Cappon, 2011). 
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As a global problem, boys are falling behind girls in the area of reading achievement 
(Cappon, 2011; Haupt & Clark, 2003; Mullis et al., 2012; OECD, 2010, 2012). As a re-
sult, interventions (i.e., a boy-friendly curriculum, more male teachers, and gender-spe-
cific classrooms) have been implemented to address the gender gap (Bozack, 2011; Mar-
tino, 2008; Piechura-Couture, Heins, & Tichenor, 2013).  
Setting. This study took place in a large Florida school district. There are 184 
schools within the district educating approximately 184,000 students and employing over 
12,000 instructional staff, based on 2012 data. The district includes 123 elementary 
schools with over 81,000 elementary students. Each school is assigned to one of five 
learning communities. For this study, the focus was on 6 of 24 elementary schools as-
signed to one learning community; each of these schools increased its 2012 school grade 
from the previous school year. 
Approximately 2,300 students are attending the six schools that were expected to 
participate in the study. Of these students, 70% are Black, 25% are White, 2% are Asian, 
2% are multiracial, 1% are Native American, and 1% are Pacific Islander. There are 283 
instructional staff employed across the six schools and 70 of these teachers are assigned 
to Grades 3 to 5. The years of teaching among the group are as follows: 6% are first-year 
teachers; 29% have taught for 1–5 years; 40% have taught 6–14 years; and 25% have 
taught for 15 or more years.   
The researcher. The researcher has been employed with the district since 2007 
and serves in an instructional resource position (i.e., instructional coach, reading coach, 
curriculum resource teacher, and assessment coordinator) at the school level. Previous 
positions held by the researcher include reading specialist and secondary classroom 
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teacher. The researcher is seeking a doctorate in educational leadership. 
Causes related to the reading gap. While a common consensus of the gender 
differences exist in reading, there is limited understanding as to external aspects affecting 
this phenomenon (Mead, 2006). Some researchers have claimed various biological, de-
velopmental, and educational factors affect student achievement in school (Gong, He, & 
Evans, 2011; Keenan & Shaw, 1997; Kenney-Benson, Pomerantz, Ryan, & Patrick, 
2006; Knickmeyer, Baron-Cohen, Raggatt, Taylor, & Hackett, 2006; Lenroot & Giedd, 
2010; Logan & Johnston, 2010; McIntosh et al., 2012). Other researchers have main-
tained aspects such as the socioeconomic status and geographical location potentially af-
fect educational performance and participation among specific groups of both boys and 
girls (Betrand & Pan, 2011; DiPrete & Jennings, 2012; Graue & DiPerna, 2000; Huber, 
2008; Legewie & DiPrete, 2012; Spelke, 2005). Another posited the cause of the reading 
gap is that boys will be boys, termed the boy code (Kimmel, 2010; Miedzian, 2002; Pol-
lack, 1998). Further, the culture of the school is shaped by the gender of the educators 
(Brophy & Good, 1973; Cornwell, Mustard, & Van Parys, 2013; Johnson, 2008; Legewie 
& DiPrete, 2012; Martino & Kehler, 2006). These are some of the causes attributed to the 
current reading gap between genders.  
Background and justification. A review of elementary and secondary education 
achievement data from the National Assessment of Educational Progress (NAEP) re-
ported that boys across ethnic and racial groups are lagging behind girls in reading 
(NCES, 2015b). In 2011, 30% of boys were ranked in the bottom quarter of standardized 
tests, compared to only 19% of girls (Cappon, 2011). Pollack (1998) wrote when boys are 
not successful in school, their confidence is impaired. Consequently, they are more likely 
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to create disciplinary problems, be suspended from classes, or drop out of school (Ber-
trand & Pan, 2011; Kristoff, 2010; Pollack, 1998). 
Entwisle, Alexander, and Olson (2007) provided three steps in the reading and 
language issues affecting boys. First, boys and girls start grade school with roughly com-
parable reading scores. However, through the course of elementary school, a significant 
gender gap is developed. By the close of elementary school, girls are outscoring boys typ-
ically by several points, and the parity that once existed in reading achievement at the 
start of elementary has faded over the course of five years. 
The six schools in the study have experienced the phenomenon of boys lagging 
behind girls in reading. FCAT 2.0 data from the 2012-2013 school year revealed a greater 
number of girls scoring proficient (level 3, 4, or 5) on the standardized assessment than 
boys (FLDOE, n.d.b).  During the 2013-2014 and 2014-2015 school years, five of the 
schools had a greater proportion of girls scoring proficient on the standardized assess-
ment than boys. During the 2014-2015 school year, in one school, School F, the boys out-
performed girls; however, that year, 56.8% of girls scheduled for the assessment were not 
tested and 25.6% of boys scheduled for the assessment were not tested (FLDOE, n.d.b). 
For the 2013-2014 school year, the percentages of girls and boys who were not tested was 
not available for School F. 
Deficiencies in the evidence. The available research related to the gender gap in 
reading has been contradictory. Data have supported claims that boys and girls learn dif-
ferently (James, 2007, 2009; Kaufmann, 2007; Sax, 2007). Further, there is controversy 
in the literature as to whether the gender gap that exists in reading is sufficient to be con-
sidered a crisis or a troublesome situation. Questions are left unresolved by the available 
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research on the gender gap in reading. The social or political plans of researchers on the 
gender gap may hinder their ability to draw a practical conclusion on the issue (Mead, 
2006). Consequentially, controversy remains on the true impact on the scope of the read-
ing gap between genders (Stoet & Geary, 2013). The intent of this study was to explore 
the reading gap from the perspective of the elementary school teacher. The goal of the 
study was to engage teachers, principals, learning communities, and school districts in a 
conversation and an action plan to close the gap in reading between boys and girls.  
Audience. This study could be beneficial to parents, educators, and policymakers. 
This dissertation contains data from educators about the gender gap in reading, which 
could potentially serve as a blueprint for programs related to reading achievement for ele-
mentary school boys. Having a clear understanding of the differences that exist between 
genders can provide educators and policymakers the information to meet the needs of all 
students (Moore & Slate, 2011). 
Sui-Chu and Willms (1996) believed greater parental involvement directly im-
pacts factors (i.e., reduced absenteeism or tardiness, reduced dropout, improved home-
work) associated with a student’s academic achievement. A meta-analysis conducted to 
synthesize the quantitative literature about the relationship between parental involvement 
and a student’s academic achievement revealed a small to moderate relationship between 
parental involvement and academic achievement. The strongest relationship was that of a 
parent’s aspiration for the child’s educational success (Fan & Chen, 2001). Parental in-
volvement in education is a key component of student success (Auerbach, 2007; Galindo 
& Sheldon, 2012). As a result of the positive correlation between parental involvement 
and a student’s academic achievement, parental involvement is viewed by society as the 
9 
 
remedy for many educational problems (Fan & Chen, 2001; Jeynes, 2012). 
Educators seek resources to enhance student learning in the classroom. The ex-
pectations for primary grades are greater than ever. Meanwhile, the time students spend 
in school has remained virtually unaffected for generations (Duke & Block, 2012). Aca-
demic expectations profoundly affect teaching and learning. Understanding this expecta-
tion is a critical component to students’ success in schools. Educators are responsible for 
creating learning environments that nurture the growth and development of the student 
while simultaneously engaging the student in positive interaction and age-appropriate in-
struction (Rothbart, 2011; Willer & Bredekamp, 1990). 
Policymakers have the responsibility to make important decisions for the educa-
tional system. Some of these decisions include, but are not limited to educational funding, 
school and class size, school choice, teacher education and certification, teaching meth-
ods, curricular content, graduation requirements, school infrastructure investment, school 
ethics and values, and standardized testing (Aydeniz & Southerland, 2012). Salisbury and 
Riddell (2000) stated that gender equality is a major topic of educational policies among 
others (e.g., marketization). Francis and Skelton (2005) advocated for educational poli-
cies that go beyond a fundamental mentality on gender differences.  
Definition of Terms 
For the purpose of this applied dissertation, several terms are defined to provide a 
clear and concise understanding of terms used in this study. 
Achievement gap. This term refers to a difference in scores between two groups 
of students where the difference is statistically significant, meaning larger than the mar-
gin of error (NCES, 2015a). 
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Axon. This nerve fiber transports all data used to access the environment and 
carry out behaviors. For the nervous system to operate properly, neurons must lengthen 
their axons during development to reach their targets (Goldberg, 2003). 
Boy code. This term refers to a set of gender stereotypes that outline rules and ex-
pectations for boys’ behavior (Pollack, 1998).  
Boy crisis. This term refers to an indication that boys are in trouble due to them 
falling behind girls across multiple dimensions, such as in reading (Husain & Millimet, 
2009). 
Gender. “The personal traits and position in society connected with being male or 
female” (Carl, 2012, p. 27).  
Glial cells. These nonneural cells perform housekeeper functions such as clearing 
out debris and excess materials. These cells support neurons by providing support and nu-
trition (Nevills, 2011). 
iready. An adaptive diagnostic and progress monitor online program based on the 
Common Core standards geared to increase reading and math achievement (Curriculum 
and Associates, n.d) 
Learning styles. This term refers to the “cognitive, affective, and physiological 
traits that serve as relatively stable indicators of how learners perceive, interact with, and 
respond to the learning environment” (O’Keefe & Nadel, 1978, p. 32). 
Lifeworld existentials. This element, as defined by van Manen (1990) refers to 
the experiences of everyday life. These everyday experiences are divided into basic 
themes, lived space, lived time, lived objects and things, lived body and lived human re-
lation (van Manen, 1990; van Manen, 2014).   
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Magnetic resonance imaging (MRI). The process in which radio waves “disturb 
the alignment of the body’s atoms in a magnetic field to produce computer-processed, 
high-contrast images of internal structures” (Sousa, 2003, p. 287). 
Multi-Tier System of Supports (MTSS). A framework for all students based on 
levels of support and interventions resulting from data-based problem-solving process use 
to provide and evaluate the effectiveness of multiple tiers (i.e., integrated academic, be-
havior, and social-emotional instruction) based on student needs and alignment to educa-
tional outcomes/standards (Dorman, n.d.). 
Myelination. Myelin coats the nerves of the brain (Sax, 2007). 
Next Generation Sunshine State Standards. This term describes Florida state 
content standards that replaced the Sunshine State Standards in 2008 to provide more 
challenging educational public school instruction (Smith, 2014).  
Program for International Student Assessment (PISA). An evaluation method 
used for measuring the international educational system by assessing 15-year-olds to de-
termine their skills and knowledge using a triennial international survey. This survey is 
administered in approximately 70 countries belonging to the OECD (2010). 
Progress in International Reading Literacy Study (PIRLS).  A study of fourth 
grade students conducted on a five year cycle to monitor the trends of reading achieve-
ment that exist at an international level (Mullis, Martin, Foy, & Drucker, 2012). 
Rasch-estimate score. This score is derived using an item analysis fit test re-
ferred to as the Rasch model that is based on a comparison between difficulties estimated 
from different score groups and overall estimates (Andersen, 1973).  
Reading gender gap. An achievement gap in the area of reading in which one 
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gender (i.e., female students) statistically outperforms another gender (i.e., male students 
(Loveless, 2015). 
Reading male role models. Men who read and serve as an example for boys by 
promoting masculinity in reading to encourage boys to read (McKee, 2014).  
Sunshine State Standards. Educational standards approved by the Florida State 
Board of Education in 1996 to identify academic expectations for student achievement in 
Florida’s public educational institution in kindergarten through Grade 12 (Smith, 2014).  
Title I. Part A of Title I provides elementary and secondary schools additional re-
sources to ensure that schools with a large percent of the student population that live in 
low-income families are assisted with meeting state standards (U.S. Department of Edu-
cation [USDOE], 2014).  
Title IX. This section of the Educational Amendment of 1972 prohibits discrimi-
nation based on sex in any educational program or educational activity that receives fed-
eral funding (U.S. Department of Justice, 2015). 
Zone of proximal development. Vygotsky (1978) defined this zone as “the dis-
tance between the actual developmental level as determined by independent problem 
solving and the level of potential development as determined through problem-solving 
under adult guidance, or in collaboration with more capable peers” (p. 86). 
Purpose Statement 
The purpose of this phenomenological study was to explore the gender gap that 
exists among boys, explicitly in the area of reading from the perspectives of elementary 
school teachers’ lived experiences derived from a temporality of their past, present, and 
future lifeworld existentials.  
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Chapter 2: Literature Review 
Overview of Study 
The academic achievement of girls, which has come at the expense of boys, is 
perceived by some as a crisis in the education of boys (Bertrand & Pan, 2011; Cappon, 
2011; Orr, 2011; Pollack, 1998; Sadowski, 2010). To address the issue of the achieve-
ment gap that exists between genders, a shift is necessary for the educational policies of 
the public school system (Cleveland, 2011; Timar, Maxwell-Jolly, 2012; Whitmire & 
Bailey, 2010). According to Sax (2001), boy’s brains are wired differently from girls’, 
and a solution is to employ differentiated teaching strategies to increase boy-specific 
strategies in traditional and gender-specific classrooms where instruction is considered 
boy friendly (Hodgetts, 2010; Keddie & Mills, 2009; Porter, 2015; Stoet & Geary, 2013). 
The issue of boys’ academic achievement has brought about significant research data 
suggesting boys are falling behind in the area of reading (Clark & Burke, 2012; Finley, 
2011; Huang, Liang, & Chiu, 2013; Tyre, 2013; Watson & Kehler, 2012). Although this 
cannot be generalized for all boys, the data show that, overall, girls are outperforming 
boys in reading (Bozack, 2011; Martino, 2008; NCES, 2013a, 2013c, 2015b; OECD, 
2010). 
This literature review covers the conceptual framework and discusses the NLCB 
that allowed for single-sex school to provide gender specific strategies (Porter, 2015; 
Strain, 2013). It reviews the reading gender gap that exists in the United States and 
abroad. Additionally, it addresses reading readiness of elementary students, brain-based 
research related to gender differences, and pedagogy and methodology of reading instruc-
tion. 
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Conceptual Framework 
 A theory explains an observed relationship between phenomena (Odi, 1982). The 
theoretical grounding for this study is Dewey’s (1997) theory of experience, Bruner’s 
(1960, 1966) learning theory on teaching, and Vygotsky’s (1978) zone of proximal devel-
opment. Also included is Moss and Brookhart (2012), the theory of action to build capac-
ity.  
Dewey’s theory of experience. Based on Dewey’s (1997) theory of experience, 
the experience comprises two principles: continuity and interaction. The principle of con-
tinuity suggests that experience affects humans. The principle of interaction is built upon 
the principle of continuity and explains how experience is created based on past and pre-
sent familiarities. Dewey (1997) suggested that educators should take into account a stu-
dent’s past experience when designing instruction or subject matter to fulfill the student’s 
potential.   
According to Dewey (1997), all genuine education is derived from experience. 
However, this does not describe whether the experience is authentic or similarly educa-
tive. For this reason, education and experience are not parallel to one another. The same 
goes for the experiences themselves, as experiences may be disconnected from each 
other, which give a noncumulative effect. Dewey (1997) noted that students have experi-
ences in school during the learning process; however, the quality of the experience is im-
portant. The quality of experience has two categories: (a) the instantaneous facet of 
agreeableness and disagreeableness and (b) the impact on later experiences (Dewey, 
1997). For this reason, Dewey stated that educators must promote desirable experiences, 
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which show immediate gratification and influence a positive future experience. There-
fore, “every experience lives on in future experiences” (Dewey, 1997, p. 27), and the sub-
sequent experiences should be productive and imaginative. 
The principle of continuity of experience or the experimental continuum is de-
fined as every experience is influenced by past experiences, and in essence, future experi-
ences are appropriately altered as a result of this influence. Intellectual development is 
one characteristic of the principle of continuity. Every experience is a moving force, 
which can only be measured by the direction of the move. Educators must account for 
this directional move to provide insight as to what the students are thinking during the 
learning process. The second aspect of the principle of continuity of experience states that 
all experiences are influenced by prior experiences, and prior experiences will influence 
future experiences. Recognizing these extraneous factors and their relationship to the 
learning process is a way to channel the direct experiences of students. A primary respon-
sibility of educators is to understand the shaping of experience and acknowledge those 
environmental criteria that lead to experiences that ultimately lead to growth and devel-
opment (Dewey, 1997). 
Dewey (1997) stated that interaction is the “second chief principle for interpreting 
an experience in its educational function and force” (p. 42). In this case, objective and in-
ternal conditions have equal measures of both the educational function and force. A situa-
tion emerges when the two principles, continuity and interaction, are presented together 
or when they interact. The principles of continuity and interaction are not individual prin-
ciples. According to Dewey (1997), these principles coincide with one another, and the 
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experience from one situation carries over to the intellectual development, which ac-
counts for experiences made in future circumstances and interactions. Together, continu-
ity and interaction provide a degree of educative importance and adds value to the experi-
ence. The concern for educators is the situation in which the interaction takes place. The 
educator has full control over “objective conditions” (Dewey, 1997, p. 45) enabling him 
or her to directly influence the educative experience in a way that creates a worthy expe-
rience. With objective conditions comes the responsibility of the educator to understand 
the needs of the students and generate a quality educative experience for a given student 
at a given time. Dewey (1997) stated,  
The principle of interactions makes it clear that failure to adapt the material to 
need and capacities of individuals may cause an experience to be non-educative as 
much as the individual to adapt himself to the material being presented. The prin-
ciple of continuity in its educational application means, nonetheless, that the fu-
ture has to be taken into account at every stage of the educational process (p. 47). 
Bruner’s learning theory. Bruner’s (1966) theory of social constructivism incor-
porates the social and cultural aspects of learning. It emphasizes early child development, 
which is an essential part of student learning, and suggests that language development is 
a result of the student’s experiences. Language acquisition plays a role in reading, and the 
social interaction that results in language acquisition is equally as important as language 
acquisition itself. One of the essential characteristics of a human being is the ability to 
learn, which is culturally embedded to the point in which it becomes automatic. Humans 
build upon past learning experiences that Bruner (1966) referred to as intrinsic motives 
for learning. In this case, the motive is not dependent upon the reward connected to the 
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activity. Bruner (1966) wrote “in the process of teaching a skill the parent or teacher 
passes on much more. The teacher imparts attitudes toward a subject and, indeed, atti-
tudes toward learning itself” (p. 123).  
Culture is a set of values, skills, and ways of life, which cannot be mastered by an 
individual member of the society (Bruner, 1960). Bruner (1966) stated that in what are 
considered better high schools, the development of discussion is focused on the recipro-
cal “give and take,” which becomes “the vehicle of instruction” (p. 126). A key compo-
nent of this discussion is the fact that although there is reciprocity, students are not ex-
pected to learn or to behave in the same manner. Brunner (1966) further stated, “if recip-
rocally operative groups are to give support to learning by stimulating each person to join 
his [or her] efforts to a group, then we shall need tolerance for the specialized roles that 
develop” (p. 126). 
Bruner (1960) introduced three basic ideas: the process of intellectual develop-
ment in children, the act of learning, and the spiral curriculum of learning. There are two 
stages of intellectual development. The first stage ends when the child is 5 or 6 years of 
age. The mentality of the child deals with relationships that exist between experiences 
and actions, and the child learns to experience the world through action. Language devel-
opment begins during this stage as the child learns to manipulate symbols. The child 
learns from trial and error as he or she is able to distinguish between goal and methods 
used in obtaining the goal. Within this timeframe, concept transmission from teacher to a 
child is very limited. During the second stage of development, concrete operation, the 
child is of school age. Operation in this stage refers to an action used during internal ma-
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nipulation in one’s mind. Unlike the previous stage of development, trial and error are re-
versible and internalized, meaning the child is able to think through the concept of trial 
and error without carrying out the physical task of it. During the learning of concepts, the 
child is able to move from concrete thinking to concept utilization (Bruner, 1960). 
When learning a new subject, a child will experience three almost simultaneous 
acts of learning. The first process is an acquisition of new information, in which prior 
knowledge is either enhanced or replaced. Second, the process of transformation occurs 
when new knowledge is unveiled and transitioned into a new formation. Third, a child 
conducts an evaluation of the information to determine its appropriateness to the task. 
Learning occurs over a series of episodes, short or long, in which all three aspects of the 
acts of learning are present. Through the course of instructional preparation and materi-
als, learning episodes are manipulated with an intent of increasing the duration a child 
may experience a learning episodes to shape learning (Bruner, 1960). 
The spiral curriculum is the final piece of Bruner’s philosophy on the process of 
education. According to Bruner (1960), all children can learn at various stages of devel-
opment, with a gradual release of less complex information being taught during the ear-
lier years. As the child develops and is more equipped to process the information, the 
child is reintroduced to the topic or subject. The process is named spiral curriculum, and 
it enables the child to be mentally able to process the information being presented. The 
spiral effect is provided as the curriculum is taught at varying grade levels with increas-
ing difficulty at each grade level as the topic or subject is reintroduced to the student 
(Bruner, 1960). The new learning is bridged with the old learning throughout the process 
(Johnston, 2012). 
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Vygotsky’s zone of proximal development. When a child learns in school, the 
learning is based on prior knowledge. From the beginning of school, the learning and de-
velopment of a child are interconnected. Vygotsky (1978) introduced the concept of zone 
of proximal development (Robinson, 2017). According to the theory of the ZPD, learning 
should correspond with the developmental level of the child. During learning, progress 
may vary to some degree for children with the same mental development level. Although 
these children are of the same mental development level, they are not of the same mental 
age (Vygotsky, 1978). Mental age is determined by the age group a child is able to per-
form a series of the task with increasing level of difficulty as measured by an intelligence 
test (Kuhlmann, 1912), whereas the actual age refers to the chronological age of a child. 
This theory is the source for the ZPD (Vygotsky, 1978). 
The mental development of a child can be categorized into two levels: the actual 
development level and the zone of proximal development. The ZPD as proposed by 
Vygotsky (1978) is the essential feature of learning. At internalization of the ZPD, the 
child has achieved his or her independent development. The ZPD is the process of matu-
ration a child goes through. The functions at this development level are considered not 
matured; however, they may potentially mature in the future. In comparison, the actual 
developmental level is retrospective, whereas the ZPD level is prospective. The relation-
ship between the developmental and learning process can be quite intricate, and the rela-
tionship between subjects may vary as a child progresses from stage to stage. The ZPD is 
a result of the developmental process lagging behind that of the learning process (Vygot-
sky, 1978). 
 Moss and Brookhart, the theory of action to build capacity. Moss and 
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Brookhart (2012) described the essence of the theory of action as “the most efficient 
teaching and the most meaningful student learning happens when teachers design the 
right learning target for the day’s lesson and use it along with their students to aim for 
and assess understanding” (p. 2). The theory of action is defined as a “mental map” 
(Moss & Brookhart, 2012, p. 1), which should be explicit to move toward the desired ef-
fect (Fullan, 2007). It requires a level of practical knowledge to execute professional task 
work (Sanders & McCutcheon, 1986). The Theory of action affects both teachers and stu-
dents through its design to build capacity and use research-based strategies to increase ef-
fective teaching. It emphasizes the importance of teaching and learning elements such as 
educational content knowledge, classroom management, understanding of the social and 
economic background of students, and understanding the essential aspects of educators 
related to effective teaching (Core Education, 2011). The premise of the instructional ca-
pacity-building theory of action is that if local schools and the district invest in building 
the capacity of teachers with an emphasis on effective teaching, the result is increased 
student achievement and ultimately narrowing the achievement gaps (Core Education, 
2011).  
 The theory of action as explained by Learning Forward (2011) is that effective 
schools are found in districts with “strong system-wide guidance” (p. 2). Various ele-
ments in such districts include a common curriculum, professional development, a moni-
toring system, and student data-based decision making (Learning Forward, 2011). The 
following seven premises are provided for theories of action with merit (a) a focus on 
motivation, (b) capacity building with a focus on results, (c) learning in context, (d) 
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changing in context, (e) a bias for reflective action, (f) tri-level engagement, and (g) per-
sistence and flexibility in staying the course (Fullan, 2007). Each of these premises brings 
an important piece to the theory of action. Motivation leads to building capacity, resulting 
in closing the gaps in student learning by increasing knowledge and competencies, moti-
vation, and resources. Motivation and capacity complement one another and lead to the 
third and fourth premises, which are learning in context and changing context. Once 
learners have the opportunity to learn within their context, the capacity must exist in a 
larger context to incorporate other premises. The final three premises, a bias for reflective 
action, tri-level engagement, and persistence and flexibility in staying the course, provide 
opportunities for the first four premises to mature within the theory of action. Tri-level 
reform references three educational systems: school and community, district, and state. 
Each of these premise’s success impacts the persistence to stay the course and maintain 
flexibility (Fullan, 2007).  
 According to the Center Educational Leadership, the theory of action should be 
on a continuum of testing, revising, and refining of instructional practice to move toward 
increased student learning (University of Washington Center for Educational Leadership, 
2014). Florida school systems use a protocol system that closely aligns to Learning For-
ward and its basic principles of the theory of action, which include coherence, personali-
zation, a systemic approach, focus on results, continuity, and capacity building and sus-
tainability. Learning Forward’s theory of action reported that the professional develop-
ment of educators is related to improved student performance through more efficient in-
structional and classroom practices (Learning Forward, 2011).  
Summary. The theoretical framework presented in this chapter consists of an 
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overview of the theories presented by Dewey, Bruner, Vygotsky, and Moss and 
Brookhart, which provides an educational concept related to teaching and learning. The 
philosophers identified as part of the theoretical discussion have made significant contri-
butions in the field of education and have some influences on how students are taught. 
The theoretical framework being presented supports the belief that learners construct new 
ideas or concepts based upon existing knowledge. 
No Child Left Behind 
NCLB legislation was enacted in early 2002 with an objective to have all students 
reading at grade level by the end of third grade (Duke & Block, 2012). The focal points 
of educational reform for the 21st century were accountability and choice. As these be-
came the foundation for Former President Bush’s NCLB, standardized testing became the 
measure of school quality across the nation. Although the original act had elements em-
bedded to measure students, teachers, principals, and schools, it lacked measures for cur-
riculum and standards (Ravitch, 2010). NCLB was designed to eliminate existing 
achievement gaps by the year 2014. By means of accountability, high standards, annual 
academic assessments, and consequences for schools who fail to meet adequate yearly 
progress, Former President Bush sought to reform the educational system. States are held 
accountable for the achievement of the following groups of students: (a) economically 
disadvantaged students, (b) students from major racial and ethnic groups, (c) students 
with disabilities, and (d) students with limited English proficiency (NCLB, 2002). Addi-
tionally, the requirements apply to states that receive Title I funding. These states were 
required to participate yearly in the NAEP for students in Grades 4, 8, and 12 in both 
reading and math. NAEP uniformly assesses students using the same sets of test booklets 
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in the assessment areas across the nation. In the area of reading, the students are expected 
to read at grade level passages and answer questions to measure their comprehension of 
the text. In the area of math, the students are assessed on their mathematical knowledge 
and skills and their application of problem-solving in a given mathematical situations. 
Participation in the other 10 assessment subject areas (i.e., writing, science, art, civics, 
technology, and engineering, etc.) is voluntary (NCES, 2005).  
Student test scores are critical in determining a school’s adequate yearly progress 
under NCLB. One component of NCLB includes single-sex classes and schools. This 
component came in opposition to Title IX, as it proposed changes to the federal law pro-
hibiting sex discrimination in education. Educational institutions were encouraged to es-
tablish public single-sex schools and classes for both genders (Strain, 2013).   
One key component of the NCLB called for nationwide early reading instruction 
(Coburn, Pearson, & Woulfin, 2011; Vinovskis, 2008). The Early Reading First initiative 
established reading programs for preschoolers that provided early intervention in an ef-
fort to prepare children to begin reading instruction in kindergarten. This initiative is a 
component of the Reading First program, in which states and school districts are funded 
to use scientifically based reading research (i.e., instructional material and progress moni-
toring) to increase student proficiency in reading by the close of the third grade (USDOE, 
2009). NCLB required school districts to look at students with a history of falling behind 
in reading and provide appropriate intervention to ensure these students become profi-
cient in this area (Hayes, 2008; Lee & Reeves, 2012). 
Interventions. Interventions are an essential part of a teacher's repertoire of 
teaching methods to ensure that struggling readers are learning the grade level reading 
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skills and strategies. A study conducted by Wanzek, Wexler, Vaughn, and Ciullo (2010) 
synthesized reading interventions for upper elementary students. The study consisted of 
24 research studies, revealing cumulative data pointing to reading interventions that were 
most effective when the students were explicitly and systematically taught foundation 
skills (i.e., phonological awareness and phonics) and higher level reading tasks (i.e., flu-
ency, word meaning, and understanding). Phonemic awareness, phonics, fluency, vocab-
ulary, and comprehension were identified as the five instructional tasks that make up the 
major reading acquisition. Mastery of this instructional task weighed heavily on student 
mastery of the reading process. There is no one-size-fits-all approaches to mastery of the 
reading process; reading comprehension should always be the ending focus. An essential 
component to determining the instructional time and task is to have a clear understanding 
of differences that exist among learners (Rupley, Blair, & Nichols, 2009). Mahdavi and 
Tensfeldt (2013) states that improved comprehension occurs as students received the sup-
port to learn strategies to interact with the text as readers. 
Interventions must be specific and based on the needs of the student receiving the 
intervention as identified by progress monitoring (Gelzheiser, Scanlon, Vellutino, 
Hallgren-Flynn, Schatschneider, 2011; Lipson & Wixson, 2012). Progress monitoring is 
essential to the intervention process because it provides the teacher feedback in determin-
ing the success of the intervention being used. Lipson and Wixson (2012) state that “ef-
fective interventions must be aligned with the core instructional program” (p. 112).  
Intervention requires a multifaceted process of implementation (Lipson 
& Wixson, 2012). Good intervention programs included a strong teacher with small 
teacher-led groups (Pikulski,  2012). Schools in Florida use Multi-Tiered System of 
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Supports (MTSS) as a method for identifying appropriate intervention for students. This 
framework includes three tiers. The first tier is considered universal because all students 
received the same instruction. Tier 2 is for the students who may need a few extra sup-
ports while also receiving Tier 1 services. For this reason, it is referred to as supple-
mental. Tier 3 involves intensive interventions that are individualized to meet the need 
of the student. Many of the students require the individualized student interventions 
(Dorman, n.d.; Dulaney, Hallam, Wall, 2013). The MTSS process provides a multitiered 
approach to intervention in which data are intricate parts of the process. Closing the 
achievement gap using multitiered academic supports requires teachers to know and un-
derstand the student’s academic needs (Benner, Kutash, Nelson, & Fisher, 2013).  
Brain-Based Research 
The brain continues to grow and develop from the point of conception. Although 
differences (developmental and structural) occur in the latter part of childhood, these dif-
ferences occur throughout the brain’s growth. Efficient operation of the brain occurs be-
cause of myelination of axons. The pathway to reading decoding reaches maturity when 
the glial cells are myelinated. This completes the process of reading, which means that 
reading becomes automatic (Nevills, 2011). According to James (2007), scientists inves-
tigated the theory of brains being a gendered organ. Research has shown that the brains of 
girls and boys develop similarly in various areas of the brain. However, in most cases, 
girls’ brains mature earlier than boys’ brains do (Sax, 2007). One example occurs during 
the later stage of brain development growth to adulthood, which includes the process of 
myelination. This allows electrical impulses to travel the nerve to the brain. Myelination 
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continues in females until approximately the early 20s; however, it continues in male un-
til approximately age 30 when the brain reaches physical maturity (Sax, 2007).  
According to Pence and Justice (2008), language acquisition and the communica-
tion, styles between genders are the most noticeable developmental differences. These 
differences lead to slower language development typically among boys, which in turn 
leads to academic differences when they are learning reading skills. Although a student’s 
speech develops as a natural process for those without hearing deficiencies, reading is 
learned through explicit instruction. Reading develops as images in the visual center of 
the brain are received, recorded, and rerouted for identification. This process occurs in 
the temporal, parietal, and frontal lobes of the brain and originates from the eye. Girls 
have a greater density of neutrons in the posterior temporal cortex, which is the area of 
the brain where language is established (Witelson, Glezer, & Kigar, 1995). Even with no 
visual difficulties, boys categorize information differently than girls (Sax, 2005). In boys, 
the retina is wired to track movement, whereas the retina of girls is wired for detail and 
color variation (Sax, 2006). Typically, boys are known for action (i.e., video games, 
sports, fast cars). Boys view items in motion quite well, and this could be attributed to is-
sues some boys display in the classroom when they have less frequent or too little move-
ment (Lutchmaya & Baron-Cohen, 2002). This causes off-task behavior as boys track 
moving targets over other targets, which may not be of interest to them—such as the 
teacher (Piechura-Couture et al., 2013). Teachers should be the focus of the classroom. 
However, boys tend to be drawn to movement and find other moving targets of greater 
interest. This shifts their attention, and they lose focus on the teacher or stop paying at-
tention to the lesson. These behaviors are typical characteristics of boys labeled as having 
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attention deficit or emotional behavioral disorder (EBD) (Piechira-Couture et al., 2013). 
Neurologists Charles E. Brown-Sequard (French) and Henry C. Bastian (British) 
found that the left hemisphere of the brain is related to language (Sax, 2007). This was 
based on the effects of a stroke on the brain. They concluded that when a stroke occurs on 
the left side of the brain, a male patient is more likely to experience loss of language 
functions when compared to a male who has suffered a stroke on the right side of the 
brain (Sax, 2007). Gender differences trace back as early as 1964 to Herbert Lansdel, 
who reported on anatomic sex differences in the organization of female and male brains 
(as cited in Sax, 2007). Sax (2007) further discovered that the male brain functions more 
in compartments than the female brain, in which information appears more universally 
distributed. Statistical evidence that language in men derives from the left side of the 
brain is based on damage caused to male and female brains. If a male damages the left 
side of his brain, he would show a loss in his language ability. If the same damage occurs 
to the right side of the male brain, there would be no loss of language proficiency. How-
ever, damage to either the right or left side of a female’s brain would show some loss of 
language proficiency. This provides evidence that females utilize both the right and left 
hemisphere of the brain for language (Sax, 2007). 
Burman, Bitan, and Booth (2008) concluded that difference in language acquisi-
tion is biological. In a study conducted in children 9–15 years of age, girls showed 
greater stimulation of the brain related to language processing. The difference of pattern 
activation associated with performance accuracy and reading skills of girls and boys 
could account for the sex difference in childhood language performance (Burman et al., 
2008). The area of the brain associated with language works harder in girls than boys 
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while engaged in language-related tasks. In addition, when comparing the brains of boys 
and girls during language-related tasks, both genders utilized different parts of the brain 
when performing the task. Based on the results, Burman et al. (2008) concluded that lan-
guage processing is sensory for boys, whereas it appears more abstract for girls. During 
the study, girls were able to use abstract thinking to process language tasks, and their ac-
curacy was related to the level of stimulation in language processing. However, the accu-
racy of boys’ processing depended on how hard areas of their brain worked, using visual 
areas when reading words and auditory areas when hearing the words (Burman et al., 
2008; Dehaene et al., 2010; Lynn & Mikk, 2009). 
The brains of boys and girls are wired differently, which results in a difference in 
behavior among the gender groups (Dehaene et al. 2010; Sax, 2007). A study conducted 
by Cambridge University and reported by Sax (2005) provided babies two options on the 
day they were born: (a) to view a dangling mobile model of a mother’s face or (b) to see 
a live mother’s face used as a model. The purpose of the study was to determine female 
superiority in understanding facial expressions and whether this was a result of social fac-
tors. The live mothers only were allowed to smile for the babies (Sax, 2005). According 
to the findings, the boy babies were twice as likely to prefer watching the dangling mo-
bile model of a mother’s face, whereas the girl babies were more likely to look at the face 
of the live mother. Sax’s (2007) analysis of the finding suggested that boys are prewired 
to be interested in moving objects (i.e., dangling mobile model of a mother’s face), and 
girls are prewired to be more interested in live faces. Sax (2007) translated these findings 
into sex differences in the anatomy of the eye. 
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Technological advancement in medical imaging devices such as MRI has con-
firmed as scientific fact the impact of gender differences in brain development in chil-
dren’s language development (Burman et al., 2008; Tian, Wang, Yan, & He, 2011). MRI 
and related imaging have provided some insight into the structural and functional differ-
ences that relate to learning (Gurian, 2003). The prefrontal cortex of the brain that con-
trols verbal skills develops earlier in girls and appears larger (Sax, 2007). This brings to 
question whether boys’ brains are developmentally ready for this earlier onset of verbal 
skills development. Across cultures, language-related problems tend to be more apparent 
in boys (Halpern, 2000). Hedges and Nowell (1995) conducted a secondary analysis of 
six large U.S. national datasets collected on verbal ability administered between 1960 and 
1992. The datasets involved adolescents from age 15 to the early 20s and the results re-
vealed that females performed significantly better than males on the test. 
Gender Differences and Education 
Gender appears to be a determinant in literacy achievement (NCES, 2012). Edu-
cational research indicates that the academic contact a teacher makes with students corre-
lates with student achievement. Leinhardt, Seewald, and Engel (1979) conducted a study 
to determine gender differences that account for elementary school girls being stronger in 
verbal achievement and weaker in quantitative achievement than elementary school boys. 
The study revealed that student performance increased with teachers who spent more in-
structional time on the academic material as opposed to other general information. In the 
study, teachers provided more reading academic contact with girls, more math academic 
contact with boys, and overall boys received more behavior management information 
(Leinhardt et al., 1979). The cumulative effect of teacher contact over years of school in 
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elementary classrooms could affect the student (Leinhardt et al., 1979). 
Carl (2012) identified gender and sex as separate entities. Gender refers to per-
sonal traits that define one as male or female is based on specifications determined by so-
ciety. Sex refers to the biological makeup of being male or female. Maccoby and Jacklin 
(1974) conducted a study on gender and sex difference. Their study of the psychology of 
sex differences was composed of 1,600 students across eight areas of achievement, per-
sonality, and social relationships. Based on findings from the study, Maccoby and Jacklin 
(1974) concluded that (a) girls have greater verbal ability than boys, (b) boys excel in vis-
ual-spatial ability, (c) boys excel in mathematical ability, and (d) boys are more aggres-
sive.  
Entering kindergarten, girls and boys are somewhat equal in their exhibition of 
social and academic skill. The reading proficiency of most students entering kindergarten 
is at a low level, and only a few boys and girls can read words or sentences by the start of 
school. Although the academic skills of kindergarten students are considered somewhat 
equally proportionate, girls demonstrate a slight edge in reading. Of the few girls and 
boys who are able to read words or sentences at the start of the school year, 70% of the 
girls and 62% of the boys can identify letters (Zill & West, 2000). A higher percentage of 
girls can identify the beginning sounds and ending sounds of words correctly, and 3% of 
boys and 2% of girls can read words by sight. With regards to developmental difficulties, 
the percentages favor boys over girls. Fourteen percent of boys in comparison to 7% of 
girls exhibit difficulties with enunciating words and interact with others (Zill & West, 
2000). Eighteen percent of boys and 7% of girls have difficulties focusing for extended 
periods. Based on accounts from classroom teachers, girls are more likely than boys to 
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respond positively to structure learning activities are, are keener to learn, are more atten-
tive in the classroom, and are usually the ones to finish assignments (Zill & West, 2000). 
Boys tend to delay kindergarten entry more than girls. This practice, commonly referred 
to as holding the child back, holding out, or redshirting, is applied to students whose ma-
turity level is not school ready (Ackerman & Barnett, 2005). 
In the 21st century, the number of leadership roles in education held by women 
has steadily increased (Mulvey, 2009). Some have proclaimed schools are becoming fem-
inized (Brophy & Good, 1973; Driessen, 2007; Johnson & Weber, 2011; Sommers, 
2000). The Men Teach Organization reported that less than 19% of elementary and mid-
dle-school teachers are men (Johnson, 2008), and less than 24% of teachers nationwide 
are men (National Education Association, 2012). The disproportional number of male el-
ementary school teachers has led to an imbalance in gender demographics and could af-
fect the perception of either gender-based or individual teacher differences (Wood, 2012). 
Sommers (2000) stated that schools were made more girl friendly as a result of com-
plaints from feminists that girls were losing their voice in male-oriented classrooms. 
Boys and girls have characteristics that uniquely define them; therefore, understanding 
and accommodating these intrinsic characteristics, both masculine and feminine, are an 
essential component in the educational success of either gender (Rowan, Knobel, Bigum, 
& Lankshear, 2002). Educators have redefined boyish behavior as a behavioral disorder, 
which in feminized schools has caused many boys to get in trouble as they protest the tra-
ditionalism of the classroom (Sommers, 2000).  
Pedagogy and Reading Instruction 
Francis and Skelton (2005) instructed teachers to grasp a deeper understanding of 
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gender in the classroom by self-reflecting on their assumptions of boys and girls and the 
implications of these assumptions on their pedagogical practices. Other researchers cau-
tioned against focusing primarily on gender differences among students, but rather on the 
effectiveness of instructional strategies that may be linked to gender (Ontario Ministry of 
Education, 2004). Mortimore (1999) referred to pedagogy as “any conscious action by 
one person designed to enhance learning in another” (p. 3). According to Mehanna 
(2004), pedagogies are linked to student achievement and are highly regarded for episte-
mological and empirical reasons.  
The seminal report, Preventing Reading Difficulties in Young Children, provided 
research-based recommendations for students in prekindergarten through the third grade 
to increase later success in Grade 4 and beyond (Griffin, Burns, & Snow, 1998). Based 
on their findings, the following recommendations were largely adopted in the area of 
reading pedagogy: increased access to early childhood education (prekindergarten and 
kindergarten) and greater attention to improving word-reading skills (Duke & Block, 
2012). Other recommendations for reading skills (i.e., vocabulary knowledge, compre-
hension strategy use, and conceptual and content knowledge) point toward the underutili-
zation of learning in the later grades (Griffin et al., 1998). Providing students with an op-
portunity to practice skills and strategies and incorporating the components of a balanced 
literacy approach are segments of effective instruction. Effective teaching is multifaceted 
and includes the explicit instruction with a balance of reading and writing components, 
continued progress monitoring, and a clear understanding of what students need to de-
velop their skills as readers and writers (Denton, 2009). 
Differentiated instruction. Teachers utilize a range of pedagogical strategies 
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based on prior experience to provide differentiated instruction for various new educa-
tional situations (Barrett & Green, 2009). Braunger and Lewis (1998) stated that clear 
communication and professional collaboration are key elements identified in achieving 
high standards in reading performance. This may look different across schools, but it 
should consistently include goal consensus and a shared vision among professionals 
(Braunger & Lewis, 1998). The school’s vision is a guidepost for the school and commu-
nity (Luneburg & Irby, 2006). Pedagogical knowledge involves instructional and class-
room management strategies, whereas content knowledge involves a deeper understand-
ing of the subject area (Barrett & Green, 2009). Context knowledge involves awareness 
of the learner (i.e., interest and motivation), standards, and expectations related to the dis-
cipline. In addition, concept development of content and pedagogy allows for implement-
ing strategies for increased student achievement. This means preparing teachers with 
basic concepts in content and pedagogy, developing skills in implementing various teach-
ing strategies, and understanding the ways in which student learning develops (Barrett & 
Green, 2009).  
Interest. Dewey (1913) stated that to gain individual interest, the educator must 
first gain the student’s attention. There are two general types of interest: situational inter-
est and individual interest that are categorized into four phases. The first phase, situa-
tional interest, is focused on the moment in which a situation occurs that gains the stu-
dents’ attention. The student’s reaction could be based on an environmental cue that trig-
gers the student’s attention based on the interest of the stimuli. If the student is continu-
ally engaged, the interest is then said to be maintained, which is the goal of the second 
phase of situational interest. 
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The second type of interest is individual, and it consists of emerging and well-de-
veloped interest. Emerging interest results when situational interest is triggered and main-
tained. This could emerge based on a personal experience the student had or a genetic 
tendency to reengage in a familiar enjoyment. Although this interest type may vary based 
on the student, the content and the environment are contributing factors to the develop-
ment of this potential interest. When a student has a desire to reengage over a period of 
time, the content area of interest is said to be well-developed. This may or may not be a 
result of the emergent interest. However, it is a direct result of a positive experience or 
feeling related to the content of interest. This type of interest is internally driven and 
builds knowledge that leads to self-discovery and mastery of the content (Hidi & 
Reninger, 2006).  
Learning style. According to Cleveland (2011), the reaching and teaching of un-
derachieving males is less reliant on the gender of the teacher and more dependent on the 
teaching style of the teacher. The behavior exhibited by underachieving boys (i.e., acting 
out, disrespect, or shutting down) is believed to be related to the clash between teaching 
styles and learning (Erlauer, 2003). Teaching that incorporates learning styles in the 
classroom requires more preparation time from the teacher and requires the teacher to 
know and to understand the individual learning mode of each student (Erlauer, 2003). 
Guild (2009) stated that learners whose learning styles are accommodated more fre-
quently in the classroom achieve more immediate success, whereas students who struggle 
with adapting to a way of learning that may be uncomfortable tend to underachieve. 
Single-sex schools. Prior to the 20th century, it was believed that boys and girls in 
U.S. schools should be educated separately to fulfill their different roles as adults 
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(Datnow, Hubbard, & Woody, 2001). In the early 1900s, coeducation was derived from 
an economic need to preserve funding (Tyack & Hansot, 1990). In 1972, Title IX was 
passed and provided for gender equality in public education. This eventually became the 
vessel for equal opportunities for men and women (Datnow et al., 2001). For more than 
30 years, Title IX has prohibited gender discrimination at any school that receives federal 
funding (Bigler & Signorella, 2011; Cohen & Levit, 2013; Stabiner, 2004). In 2004, pro-
visions of NCLB provided that the USDOE publish regulations for single-sex education 
within the public school arena. Incentives were offered in the regulations to encourage 
schools in local districts to provide single-sex schools as opposed to only single-sex 
classrooms (Graham, 2004; Strain, 2013).  
Reading Gender Gap 
Reading is an essential skill for academic achievement; therefore, the reading gap 
between genders is a likely contributor to boys earning lower grades throughout school 
(Eliot, 2009). Whitmire (2010) stated that today’s educational system had moved forward 
without boys. National scores in reading assessments confirm the academic gap between 
genders, known as the achievement gap, which can be further defined as “when one 
group of students. . . outperforms another group and the difference is statistically signifi-
cant” (NCES, 2015a, para. 1).   
Since the late 1980s, the reading gender gap has consistently increased. Girls in 
fourth and eighth grades have continued to outperform boys in the NAEP in reading. At 
the secondary level, this gap widens (Clark & Burke, 2012, Gill, 2005; Loveless, 2015; 
Parsons, 2004). According to the fourth-grade results on the Nation’s Report Card 
(NCES, 2015b), the average score of girls and boys indicated no substantial changes from 
36 
 
2009–2013; however, fourth-grade girls consistently scored an average of 7 points above 
boys’ test scores. In 2011, test results for boys in the eighth grade showed a greater gain 
from previous years (1992–2011) than the gains of girls (NCES, 2012) Nonetheless, girls 
in the eighth grade scored an average of 9 points higher than boys in the eighth grade 
(NCES, 2012). 
Entwisle et al. (2007) reported that the gender gap for boys could have significant 
long-term implications that could include a higher retention rate for these students. Addi-
tionally, boys who have low grades as early as first grade are twice as likely to drop out 
as their peers with better grades. Long term this could lead to lower lifetime earners for 
those who drop out (Jacob, 2002).  
Based on the results of a longitudinal study conducted by the National Endow-
ment of Arts (2007), individuals considered good readers have jobs that are more reward-
ing. This study was a comprehensive analysis of over 40 studies across the United States 
between 1985 and 2005 (National Endowment of Arts, 2007). Basic readers are consid-
ered average readers who possess the ability to read at grade level, and proficient readers 
are considered strong in their capacity to read the text and comprehend what was read 
(Moje, Overby, Tysvaer, & Morris, 2008; Urguhart & Weir, 2014). The breakdown of the 
National Endowment of Arts study concluded that over 60% of proficient readers have 
jobs in the areas of management, business, financial, or other areas within the profes-
sional sector, whereas only 18% of those employed in these fields are considered basic 
readers. 
Additionally, in comparison to basic readers, proficient readers are 2.5 times as 
likely to earn $850 or more a week (National Endowment of Arts, 2007). During 2010, 
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males 25–39 years of age with a college degree earned approximately $24.30 per hour, 
whereas males with only a high school diploma earned an average of $14.70 per hour 
(Autor & Wasserman, 2013). According to the College Board (2015), over the span of a 
40-year working period, an individual with a bachelor’s degree would earn approximately 
66% more in wages as compared to an individual with only a standard high school di-
ploma. 
Data from the Nation’s Report Card substantiate claims of a reading gender gap 
(NCES, 2013c, 2015a). The Nation’s Report Card includes data from all 50 states, the 
District of Columbia, and the Department of Defense schools; however, the reading gen-
der gap is not unique to the United States. Across OECD countries, a reading gender gap 
exists where girls are also outperforming boys (Aydin, Erdağa, & Taş, 2011; OECD, 
2010). In a 2009 PISA report on OECD countries, girls on average scored 39 PISA points 
higher in every participating country. This translates to an academic gap in reading of one 
proficiency level or one year of schooling (OECD, 2010).  
Chiu and McBride-Chang (2006) conducted a study involving 43 countries with 
nearly 200,000 15-year-olds. The focus of the study involved the adolescents completing 
a reading comprehension test and questionnaires, which were both analyzed using a mul-
tilevel regression of Rasch-estimate scores. The purpose of the study was to analyze the 
data for a relationship between gender and context on reading and achievement among 
the students. The data were consistent among all 43 countries surveyed, and the results 
showed that girls outscored their male peers. Reading enjoyment constituted 42% of the 
gender effect. The outcome of the study supported data from the PISA 2009 report that 
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gender differences were not isolated to the United States. This phenomenon was interna-
tionally consistent. In the Chiu and McBride-Chang (2006) study, the gender differences 
varied from 6 points to 59 points, with a mean difference of 33 points across the countries 
surveyed. In addition, there was a univariate correlation of 0.14 with reference to gender 
and reading scores. Although a small correlation, it depicted a gender effect on reading 
scores. The percentage of poor readers were consistent with the scores of gender differ-
ences. In all 43 countries surveyed, boys’ scores consisted of a higher portion of the poor 
readers. Further examination determined that in 90% of the 43 countries, boys were at 
least 50% more likely than girls to be poor readers (Chiu & McBride-Chang, 2006). The 
National Literacy Trust (2012) also reported an international trend in which girls are bet-
ter readers than boys.  
Reading readiness. Reading readiness, as defined by Ackerman and Barnett 
(2005), describes what is considered “good enough” (p. 14) in each reading domain and 
identifies inequality that may exist because of early development. Jensen (2008) stated 
that one develops reading skills as a baby. Movements of crawling, sucking on objects, 
and rolling are considered precursors for brain development for reading. According to 
Whitmire (2010), gender differences in reading are caused by the “erosion of verbal skills 
being a key component of reading readiness” (p. 31). The process of reading readiness 
has to start early because schools are now preparing students for a new global market-
place. In response to this calling, a push for earlier verbal skills development emerged 
within the school system (Whitmire, 2010). The ultimate goal is for students to read with 
fluency and comprehension, which occurs in upper elementary school and requires higher 
order thinking, such as advanced vocabulary development and rapid thought process 
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(Nevills, 2011). Theoretically, with the cultural shifts or transformation of beliefs and be-
haviors between generations, this is a natural educational progression. However, schools 
in the United States made the necessary changes to increase verbal skill requirements by 
mandating that teachers adjust their instructional strategies to ensure that all students 
were moving forward with the new requirements (Whitmire, 2010).  
Reading surveys. Reading surveys have provided data on the phenomenon of the 
reading gender gap as it pertains to boys and girls. Clark and Burke (2012) conducted a 
survey with more than 200 respondents throughout January and February of 2012. Based 
on the results, 76% reported that boys are not performing as well in reading as girls in 
their school setting, and 82% have provided instructional strategies to address the issue of 
boys’ underachievement in the classroom. When compared with girls, more boys re-
ported being bored and stressed out by reading. Feedback from boys in the study exposed 
that, in their opinion, reading was not considered cool, and they were more likely than 
girls to struggle with reading. Additionally, boys were more likely than girls to show little 
to no interest in reading because they feel their reading choices were not respected in 
school (Clark & Burke, 2012). 
Baker and Milligan (2013) completed a survey study in three countries—the 
United States, the United Kingdom, and Canada—involving parents of children born in 
the new millennium. The results revealed that parents of preschoolers spend more time on 
early literacy activities with their daughters over their sons. It is estimated that girls may 
receive up to 500 hours more of literacy activities over that which boys receive from their 
parents in the time leading up to their primary years of life. This could be a potential con-
tributor to the reading gender gap that exist in the United States and abroad. 
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Lifeworld Existentials  
Van Manen (1990) proposed that the four fundamental themes—lived body (cor-
poreality), lived space (spatiality), lived time (temporality), and lived other (relationality 
or communality) influence the lifeworld irrespective of their historical, cultural, or social 
background variations. These four themes referred to as existentials are vital to the under-
standing of the lifeworld or lived experience. Together the existentials “form an intricate 
unity which are called the lifeworld— lived world” and they relate to how each human 
being experiences the world (van Manen, 1990, p. 105). The lifeworld involves action, 
which is vital to the existence of the experience (Jung, 1966). Through the body, one can 
experience the world and the potential tangibility that one’s self may reveal within the 
world. Leonard (1989) states that “it is the body that first grasps the world and moves 
with intention in that meaningful world” (p. 48).  
Lived body. The lived body is defined by the individual person in a given situa-
tion. The lived body is born into the world, and it assumes pre-existing conditions and ac-
tions of the world in which it occupies space by becoming familiar with the traditions and 
customs of the world. The lived body is the central component of the world combined 
with a sense of self. As the lived body experience bodily activities, its internal awareness 
of internal time connects to the external lived time. It becomes a dominant form of real-
ity, and the individual exists in a biographically determined condition, which is based on 
previous experiences. The biographically determined condition provides an individual 
with a status in the world relative to physical and temporal space or lived space and rela-
tive to personal roles and values one may possess (Schütz, 1987 as cited by Santiago-De-
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lefosse & del Río Carral, 2015). The world is known as a conscious familiarity with be-
ing in the world (Munhall, 1994) in which the lived body can become lost in meaning in 
the everyday life (Santiago-Delefosse & del Río Carral, 2015). 
Lived space. The lived space or spatiality as referenced by van Manen (1990) is 
the felt space that we experience in our everyday life. Each person may experience lived 
space in different modalities (i.e., adults vs. children). This is due, a great deal, to the cul-
tural and social conventions surrounding one’s pre-existing experience within the space 
he or she inhabits. The nature of lived space varies from the mathematical concept of 
space that one may envision with regard to dimensions of length, width, and height. The 
concept of lived space references the space within or around oneself. Van Manen (1990) 
summarized the lived spaced as “a category for inquiring into the ways we experience or 
day to day existence… to uncover more fundamental dimensions of lived life” (p. 103). It 
is the intimacy or comfort that is experienced or felt within one’s space similar to that of 
lived body and lived time.    
Lived time. Lived time is felt time or time as it is experienced in the present mo-
ment. Van Maren (1990) characterizes lived time as the “temporal dimensions of past, 
present and future” (Van Maren, 1990, p. 104). Temporality, as described by van Manen 
(1990), is the subjective perception one has of time, unlike the objective measure of time 
one has when using a clock as a measure of time. The concept of lived time is not a 
stand-alone characteristic of the lifeworld as per Pinar, Reynolds, Slattery, & Taubman 
(1995) “to be attuned to time is to reside in one's lived time, in one's lived space, an em-
bodied temporality” (p. 442). The lifeworld includes the view of an objective measure-
42 
 
ment of time, as the temporalities of time from the past experience and present experi-
ences that are used to shape future experiences (van Manen, 1997). Schrag (1963) states 
that experience is related to a past experience and potentially qualified by that yet to be 
experienced. 
Lived other (relationality). The lived other reflects the lived relations of inter-
personal significance one shared with others (van Manen, 1990; 1997). It constitutes the 
individuality and the intimacy felt in which Ricoeur (1994) refers to as “the selfhood of 
oneself implies otherness to such an intimate degree that one cannot be thought of with-
out the other” (p. 3). When one meets others and interacts in a corporeal capacity, nega-
tive or positive lived experiences are evident based on the impression made. The four ex-
istentials—lived space, lived time, lived body, and lived relationality—are different in 
meaning, yet that cannot stand alone within the lifeworld. Lived other incorporates the 
lifeworld existentials of the other three themes lived body, lived space, and lived time as 
each lived experience intertwines with one another. 
Summary of the Literature Review 
The review of the literature provided the preliminary context and content for the 
study. It outlined the relevance of past research on the current study. Over the past dec-
ade, reading scores have consistently shown an achievement gap favoring girls. As stated 
by Hernandez (2011), in April 2011, a longitudinal study was released showed students 
who are not proficient readers by the third grade are four times more likely to exit high 
school without a diploma. This increases to six times for students who have trouble mas-
tering the basic skills (Hernandez, 2011). Data from various sources (e.g., NAEP, PIRLS, 
and PISA) have substantiated that the reading gender gap has been around for decades 
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(NCES, 2013c, 2015a; OECD, 2010, 2012). Although boys are now doing better academ-
ically, they have failed to close the gap in reading. Various reasons may account for this 
consistent gap (i.e., biological, developmental, or educational). The goal of this phenome-
nological study was to provide the lived experiences of elementary school teachers on the 
reading achievement of boys contributing to the reading gender gap. 
Research Questions 
 The overarching central question being explored is: What meaning do elementary 
school teachers ascribe to the reading gender gap among boys in the past, present, and fu-
ture at a Central Florida school district?  
The subquestions are as follows: 
1. What were the past lived experiences of elementary school teachers dealing 
with the reading gender gap among boys? This answer is sourced from Interview Ques-
tions 1.1, 1.2, 1.3, and 1.4.  
2. What are the present lived experiences of elementary school teachers dealing 
with the reading gender gap among boys? This answer is sourced from Interview Ques-
tions 2.1, 2.2, 2.3, 2.4, 2.5, 2.6, and 2.7 
3. What will be the future lived experiences of elementary school teachers deal-
ing with the reading gender gap among boys? This answer is sourced from Interview 
Questions 3.1, 3.2, 3.3, and 3.4. 
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Chapter 3: Methodology 
Aim of Study 
The aim of the study was to explore classroom teachers’ perceptions of the gender 
gap in reading. The study was conducted with a select group of teachers from a Central 
Florida school district. The problem explored by the research study was the reading gen-
der gap that exists as a result of boys lagging behind girls in the area of reading. This 
study informs teachers, parents, and policymakers on the reality of the reading gender 
gap as defined by current literature and from the perspective of the elementary classroom 
teacher. This chapter describes the methods of the present study, including the study’s re-
search approach, research participants, data strategies, data analysis procedures, ethical 
considerations, trustworthiness, and potential biases of the study. This chapter closes with 
a summary of the chapter and a discussion on the delimitations and limitations of the 
study. 
Qualitative Research Approach 
A qualitative approach was used to gather data from elementary school teachers 
on their perspectives of the reading gender gap that exists. This research study utilized a 
phenomenological approach. Phenomenology is the study of lived experience or the life-
world that originated during Husserl’s latter part of his philosophical career as existential 
phenomenology. According to Jung (1966) “phenomenology is the descriptive method 
that serves an existential intention” (p. 170). It is designed to provide a deeper under-
standing of the phenomenon taking into account the lived experiences related to the life-
world.  
Phenomenology was selected as the most appropriate research design for this 
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study; it is the study of lived or existential meanings with an interpretive research ap-
proach that provides an understanding of the particular phenomenon, in this case, the 
reading gender gap. Phenomenology is designed to capture the lived experience of a phe-
nomenon (Glesne, 2016) and “interpret the existential meanings to a certain degree of 
depth and richness” (van Manen, 1990, p. 11). A phenomenological approach gathered 
feedback on elementary school boys and the gender gaps in reading from the perspective 
of elementary school teachers. This approach captured the various meanings of the life-
world from elementary school teachers on the gender gap in reading.  
Creswell (1998) defined qualitative research as the “process of understanding 
based on distinct methodological traditions of inquiry that explore a social or human 
problem . . . and conducts the study in a natural setting” (p. 15). Phenomenological in-
quiry provides insight into human experiences and best answers what the real meaning of 
a lived experience is (van Manen, 1990). Phenomenology is designed to identify a phe-
nomenon and how those involved in the situation (Lester, 1999) or the phenomenon as a 
lived experience perceive it (Speziale & Carpenter, 2007). Phenomenological research 
provides the experience from the perspective of the individual being researched (Lester, 
1999).  
Edmund Husserl, a German philosopher, was regarded as the “fountainhead of 
phenomenology in the twentieth century” (Vandenberg, 1997, p. 11). He introduced a 
phenomenological framework that is considered descriptive (Lopez & Willis, 2004) and 
he maintained that the science of consciousness and the science of nature differed. Alt-
hough Husserl was not the first to utilize the term phenomenology, he is regarded as the 
father of the phenomenological movement. He disbelieved that objects were independent 
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in the external world; however, he stated the certainty of objects in the consciousness re-
lies on an individual to ignore anything other than immediate experience. This certainly 
became the reality of what is accepted as actuality and therefore regarded as the real phe-
nomenon (Eagleton, 1983). 
Participants 
The participants in this study were gathered from a purposeful sample of certified 
elementary school teachers. The purposeful sample targeted elementary school teachers 
who teach Grades 3, 4, and 5. Creswell (2012) defined purposeful sampling as the pro-
cess by which researchers deliberately select individuals or sites (i.e., teachers or schools) 
to learn or understand the central phenomenon. Palinkaset al. (2015) states that “purpose-
ful sampling is widely used in qualitative research for the identification and selection of 
information-rich cases related to the phenomenon of interest” (p. 533). Participants were 
deliberately selected based on their information-rich experiences that could be used to 
provide insight into the central phenomenon, the reading gender gap.  
Generally, qualitative studies have fewer participants than quantitative research 
(Mason, 2010). There is no exact number provided for participants in a phenomenologi-
cal study; however, guidelines have been provided by various researchers. According to 
Creswell (1998), the sample size within a phenomenological study should range between 
5 and 25 participants. Morse (as cited in Mason, 2010) stated that there should be at mini-
mum six participants in a phenomenological study, whereas Bertauz (as cited in Mason, 
2010) said that all qualitative studies should have 15 or more participants. Phenomenol-
ogy allows the research to study a small group of like individuals (i.e., elementary school 
teachers) to grasp and understanding of the phenomenon being studied based on their 
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lived experiences (Glesne, 2016). Due to the size of the district, six elementary schools 
from one of the learning communities, employing 70 teachers of Grades 3, 4, and 5, were 
asked to participate in the study. It was anticipated the total participants in this qualitative 
study would range from 5-10 elementary teachers from the targeted grade level and tar-
geted elementary schools.  
Target population. This study took place at six schools in a Central Florida pub-
lic school district. The sample was drawn from the 70 elementary classroom teachers 
(Grades 3–5) within the six schools selected. All participants were 18 years or older with 
a minimum of two years of teaching experience to participate in the research study. The 
years of teaching among this group of teacher were as follows: 6% are first-year teachers; 
29% have taught for 1–5 years; 40% have taught 6–14 years; and 25% have taught for 15 
or more years.   
The setting for this research study was the participants’ schools—A, B, C, D, E, 
and F. Interviews were conducted with teachers of Grades 3 through 5 within the six 
schools targeted for the study. All interview questions were included on the interview 
protocol (see Appendix C), and the participants were expected to provide their lived ex-
perience or feelings on the phenomenon being studied, the reading gender gap among ele-
mentary school boys. 
Data Collection Tools 
The particular phenomenon on which this researcher focused was the lived expe-
rience of elementary school teachers’ feelings, thoughts, and ideas about boys lagging be-
hind girls in the area of reading. This qualitative study used a one-on-one interview as the 
method for data collection. The interview questions integrated a combination of closed-
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ended questions to categorize the participants based on demographic information and 
open-ended questions to determine the experience from the perspective of the partici-
pants.  
Procedures  
After approval was granted by Nova Southeastern University's Institutional Re-
view Board (IRB), permission was sought from the district’s Office of Accountability, 
Research, and Grants (ARG) and from elementary school principals. A survey was sent 
to the potential principals by the office of ARG to seek potential interest in the study.   
Based on the district’s policy, the principals must approve the research study, provide 
contact information for eligible participants, and assist in facilitating recruitment. Once 
approval was granted by the office of ARG, the researcher contacted the principal of each 
targeted school to request permission for their school to participate in this research study. 
Each principal was presented with a sample participation letter describing the study. 
With the principals’ approval, a meeting was scheduled at the schools to recruit 
participants for the study. Flyers outlining the study were distributed to prospective par-
ticipants, teachers of Grades 3 through 5. Once a sufficient number of teachers showed an 
interest (5 to 10) over a 2-week period, voluntary participation forms were sent to those 
meeting the study’s requirements. Participants were chosen from the first 5 to 10 teachers 
who responded with a willingness to participate in the study. 
When the signed consent forms were received from the participants, the inter-
views were scheduled. The participants were provided an option of a face-to-face inter-
view or to participate in the interview using Zoom videoing conferencing. Prior to the in-
terview, the researcher sent a schedule confirmation to the participant with the date, time, 
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and location for the one-on-one interview. Additionally, the confirmation provided gen-
eral information on the purpose of the study, data collection tools used, potential risk and 
benefits of the student, and notice of the recording of the interview. The participant was 
reminded that participation was voluntary, and all information provided was kept confi-
dential. 
All interviews were recorded using a Sony PX 333 digital voice recorder for a 
thorough analysis of the data at a later time. The file was saved as an MP3 file and stored 
directly on the researcher’s laptop. The interview style was semi-structured, which al-
lowed some flexibility by permitting participants the freedom to express their experiences 
or views in their own terms (Cohen & Crabtree, 2006; Edwards & Holland, 2013). All 
questions derived from Sections 1 and 2 of the interview protocol and followed the same 
sequential order as written on the document. 
Interview protocol. The interview protocol is commonly used in qualitative re-
search (Creswell, 2008). The interview protocol used, with permission, to collect the data 
for this study was a questionnaire comprised of two sections. The first part of the ques-
tionnaire was a demographic survey to gather background information on teachers partic-
ipating in the study. This section was used to gather general teaching experience and edu-
cational information on the participants. It was based on a teacher interview protocol de-
veloped by Bonnie Faddis of RMC Research Corporation, which was adapted from a 
2008 USDOE survey regarding teacher perceptions of single-sex school’s early imple-
mentation of public single-sex schools: Perceptions and characteristics (Riordan et al., 
2008). The second and main section of the questionnaire was a self-designed interview 
protocol. 
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 The interview protocol answered the central question and the subquestions related 
to the central question. The research question interrelates to the research problem and 
purpose statement. In qualitative research approach, the research question is expressed in 
an overarching central question with subquestions design to clarify issues related to the 
central question or phenomenon by chunking it (Creswell, 2007). Marshall and Rossman 
(2006) suggested that research questions should be categorized into four sections, explor-
atory, explanatory, descriptive, and emancipatory. The overarching central question being 
explored in this study was: What meaning do elementary school teachers ascribe to the 
reading gender gap among boys in the past, present, and future at a Central Florida school 
district? 
 The subquestions were as follows:  
 1. What were the past lived experiences of elementary school teachers dealing 
with the reading gender gap among boys? This answer was sourced from Interview Ques-
tions 1.1, 1.2, 1.3, and 1.4 (see Appendix C)? 
 2. What are the present lived experiences of elementary school teachers dealing 
with the reading gender gap among boys? This answer was sourced from Interview Ques-
tions 2.1, 2.2, 2.3, 2.4, 2.5, 2.6, and 2.7? 
 3. What will the future lived experiences of elementary school teachers dealing 
with the reading gender gap among boys? This answer was sourced from Interview Ques-
tions 3.1, 3.2, 3.3, and 3.4? 
 Validity. The validity of a data collection tool is measured by whether it accu-
rately measures what it is intended to measure and thus, achieves the purpose for which it 
was designed (Patten, 2004; Van Gog et al., 2008, Wallen & Fraenkel, 2001). Validity 
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encompasses the appropriateness, meaningfulness, and usefulness of the data collected by 
the researcher (Wallen & Fraenkel, 2001). A 3-step process was conducted to determine 
the validity of the interview protocol. The first phase of the validation process involved a 
review by a formative committee consisting of two teachers and an assistant within the 
researcher’s school. The researcher formally invited the three educators to participate in 
the formative committee to validate the interview protocol to be used during the research 
study. The potential committee members were emailed an invitation and asked to accept 
or decline participation via email (see Appendix D). Once the educators agreed to partici-
pate in the formative committee, the researcher sent the validity questionnaire with the 
attached interview protocol via email to be reviewed (see Appendix E). Based on feed-
back from the formative committee, no changes were made to the interview protocol. 
 The second phase of the validation process involved the organization of a summa-
tive committee consisting of three classroom teachers and a principal, all outside of the 
researcher’s organization and considered experts in the field of education or reading. The 
committee was formed using the same procedures of the formative committee. The re-
searcher formally invited the four educators to participate in the summative committee 
(see Appendix D). The potential committee members were emailed an invitation and 
asked to accept or decline participation via email by responding to the email address pro-
vided in the invitation. Once the expert agreed to participate in the summative committee, 
the researcher sent the validity questionnaire with the attached interview protocol to be 
reviewed by the member of the committee. Based on feedback from the summative com-
mittee, the following four interview questions were added to the interview protocol: 
1. What student surveys have you been involved with that concern assessing the 
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reading gender gap at this school or another school in the last 10 years? (See Interview 
Question 1.4) 
2. How do the lack of male teachers as role models in the classroom and the 
overwhelming influence of female teachers in the classrooms affect boys? (See Interview 
Question 2.6) 
3. What interest survey on the reading gender gap do you use when selecting 
books to build your class library? (See Interview Question 2.7) 
4. What cultural and economic impact do you think the reading gender gap 
among boys will have on future generations of men? (See Interview Question 3.4) 
 The final phase of the validation process was the pilot study. The interview proto-
col was piloted with group teachers. The teachers were provided the interview protocol 
via email using Google forms and asked to answer the interview questions. Feedback was 
given to determine the following three goals: (a) the directions of the interview protocol 
were clearly stated, (b) the interview questions were clear and concise in that they asked 
what was intended, and (c) the general readability was adequate. No feedback requiring 
further changes were supplied from the pilot study.  
Data Analysis 
Phenomenology is an ongoing process, which requires a continual reflection of 
the data by the researcher (Creswell, 2003). The researcher’s role in qualitative research 
differs from quantitative research in that the researcher’s role is acknowledged and, in es-
sence, becomes part of the study (Finlay, 2009). When analyzing data in a phenomenol-
ogy study, the researcher continually interacts with the lived experiences of the partici-
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pants on the phenomenon through extended exposure of the data (i.e., multiple inter-
views, reading and rereading the data (De Felice & Janesick, 2015). Bracketing is consid-
ered a critical methodological procedure that establishes both validity and reliability 
(Ahern, 1999), and it is employed to require the researcher to put aside personal beliefs 
and what is already known about the phenomenon prior to the phenomenological data 
collection and data analysis process (Carpenter, as cited in Chan, Fung, & Chien, 2013). 
Husserl (1970) stated bracketing is the way to gain awareness of any lived experiences. 
According to Creswell (1998), phenomenological data analysis goes beyond the process 
of phenomenological reduction as the researcher eliminates any prejudgments about the 
phenomenon by bracketing away experiences.  
Data analysis tools and procedures. Express Scribe is a professional audio 
player used to transcribe digital recordings. It is a product of NCH, which was established 
in 1993 as a technology company delivering easy to use technology software for the per-
sonal computer, MAC, and mobile devices (NCH software, n.d). Express Scribe offers 
features such as variable speed playback, plays encrypted dictation files, and it works 
with programs such as Microsoft Word offering speech recognition (NCH Software, 
n.d.). Microsoft Word is a product of Microsoft Corporation, which was founded in 1975 
and serves as a global leader in the technology industry. It utilized a word processing for-
mat for collecting and storing data files (Microsoft, 2016). Nvivo was used to analyze 
data in this research study. Nvivo is a product of QSR International, which is built upon 
more than 30 years of product development (QSR International, n.d.). It is an all-inclu-
sive qualitative data analysis software package that was used to organize and analyze the 
interviews files recorded (Stanford University, 2011). The researcher used a free version 
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of this product offered by the organization for use in a small research study of this type. 
For this research study, data analysis resembled a multistep method developed by 
Colaizzi (1978). The following steps are representative of Colaizzi’s process of phenome-
nological data analysis (as cited in Speziale & Carpenter, 2007) using a digital format: 
1. The digital file of the interview was opened using Express Scribe and reviewed 
by the researcher to acquire a general collective understanding about the whole content. 
Express Scribe allowed the researcher to slow down the audio speed to a manageable 
speed for transcription. 
2. After the completion of the transcription, data reduction occurred to extract sig-
nificant data that directly pertain to the phenomenon being studied from the transcript. 
Each transcript was read to gain an overall understanding of the content of the transcript 
(Rovai, Baker, Ponton, 2014). The transcript was reread as needed to “fully engage” in 
the content (Rovai et al., 2014, p. 23). While reading, the researcher looked for signifi-
cant words, word phrases, or statements that pertain to the phenomenon to be coded not-
ing the exact location, page numbers, and line numbers, from which the coded data were 
extracted. While coding data the researcher compared and contrast codes to determine 
patterns, similarities, or differences among the coded data (Bowen, 2005). 
3. Meanings were formulated from the significant data that were extracted from 
the transcribed content for the research to determine the underlining meaning (Creswell, 
2012). 
4. Each of the formulated meanings was categorized into a cluster of themes using 
Nvivo software based on the likeness of responses provided by teachers. The themes var-
ied from five to seven (Creswell, 2012). 
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5. The findings of the study were integrated into an exhaustive description of the 
phenomenon under study. 
6. The findings were validated through member-checking.  
7. Changes were made based on the results of member-checking. 
Ethical Considerations, Trustworthiness, and Potential Bias 
This study presented a minimal risk to participants and precautions were taken to 
guarantee that the participants were aware of the purpose of the study. The participants 
were informed that their contribution was solicited on a voluntary basis and that the re-
searcher used pseudonyms during the interview process and in the final applied disserta-
tion, thereby keeping their names confidential. All participants’ voice recordings were 
coded using a participant number and pseudonyms, which maintained the confidentiality 
of participants. Their school’s location and the name were coded using the School A 
through F. All data collection occurred in a structured location and stored on the re-
searcher’s personal laptop with password protection for 5 years.  
Trustworthiness is referenced by the credibility of the research study and the find-
ings that follow it. The researcher used bracketing and member checking as strategies to 
increase the trustworthiness of this research study (Glesne, 2016, Lincoln & Guba, 1985, 
& Rehorick & Bentz, 2009). The process of bracketing ensures that the researcher sus-
pends her own judgment and bias about the topic under research until final analysis of 
participants. This process was used to ensure ethical consideration, increase trustworthi-
ness, and decrease potential research bias. Member checking is the process used to verify 
the results of each participant through his or her reactions to preliminary findings, inter-
pretations, and conclusions of a study (Creswell, 2009; Polit & Beck, 2006). Member 
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checking increases the credibility of the data collected. According to Creswell and Plano 
Clark (2011), researchers conducting qualitative research should make a concerted effort 
to eliminate “potential bias” (p. 193). This researcher ascertains that bias is contained in 
this study. In a research journal, this researcher documented a reflective and explanatory 
piece on the knowledge and understanding gained from the data and detailed the concepts 
collected, as well as comment on issues to follow up on if further interviews are deemed 
necessary.  
Chapter Summary 
This chapter described the methodology to be employed during this research 
study and discussed the reasons for selecting this type of study. It provided information 
on the aim of the study, the research design, and the sample. A description of the proto-
col, the data collection techniques and analysis procedures, ethical considerations, trust-
worthiness, validity, delimitations, and limitations of the study were discussed. The find-
ings and the data analysis gathered from this study are presented in the next chapter. 
Delimitations and Limitations 
The delimitations are the characteristics of the study, within the researcher’s con-
trol, that both limit the scope of the study and simultaneously define its boundaries (Si-
mon, 2011). The delimitations of this phenomenological study related to the research de-
sign that focused on the lived experiences of 5 to 10 elementary school teachers in six 
Central Florida schools. The scope of this study had exclusionary factors affecting the po-
tential participants of the study. Participants met four defining characteristics to partici-
pate in this study. The participant must (a) be an elementary school teacher of Grades 3 
through 5, (b) be  a teacher at one of the schools within the targeted population, (c) have a 
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minimum of two years teaching experience, and (d) have a lived experience related to the 
phenomenon. Findings from the teachers within the targeted population on the reading 
gender gap may not be typical for other elementary school teachers within the district or 
within the state.  
Edmonds and Kennedy (2010) and Johnson and Christensen (2014) contended 
that research studies should aim to be valid and reliable by using the “appropriate appli-
cation of the scientific method” employed in the design stage (p. 2). Considerations 
should be given to securing the adequate levels of validity when arriving at conclusions. 
In doing so, researchers should reflect on three types of validity that might have threat-
ened the validity of the study: Threats to internal, external, and construct validity. 
Threats to internal validity. As defined by Edmonds and Kennedy (2010), inter-
nal validity is the degree to which the outcome is based on the intervention itself and not 
to other elements not accounted for in the study. Johnson and Christensen (2014) noted 
that for qualitative studies, the researcher assumes the role of “detective” when studying 
the impact of the phenomena by searching for evidence to rule out competing causation 
for the results. For this study, the researcher underwent a process of reflexivity –self-re-
flection to rule out biases and “predispositions” (p. 301) and peer review – discussed the 
study with colleagues to challenge the researchers thought processes and conclusions on 
the study (Johnson & Christensen, 2014). Sutton and Austin (2015) added that reflexivity 
is not a simple concept of avoiding/denying one’s own biases, but instead, it calls for ex-
panding on and articulating one’s own worldview so that readers can grasp the lens 
through which “questions were asked, data were gathered and analyzed, and findings 
were reported” (p. 226).   
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Sarniak (2015) surmised that qualitative researchers should be mindful of insert-
ing leading question bias in their interactions with participants such as putting words in 
their mouths (i.e. summarizing participants' words in their own words) and committing 
confirmation bias (i.e. forming a belief about the outcome of the study and dismissing ev-
idence that is contrary to such beliefs), and buying into the halo effect (i.e., forming a 
positive attribute when a participant does the same). The researcher has worked as an ed-
ucator for over 10 years and relied on personal expertise in the field of education in gen-
eral and reading in particular for good judgements and on qualitative journals to ensure 
that the conclusions were sound and solid throughout this research study. 
The researcher experienced limitations with this qualitative research study. Limi-
tations as defined by Creswell (2008) are “potential weaknesses or problems with the 
study identified by the researcher” (p. 207). The first limitation the researcher faced with 
this study was gaining interest for participation in the study. In the study’s district, the of-
fice of ARG conducted a poll first to determine if there was potential interest in the study 
from administrators, before allowing the researcher to proceed within the district. Once 
an interest was shown on behalf of the administration, the second limitation was gaining 
participation in the study from the targeted population. 
Threats to external validity. Johnson and Christensen (2014) explained that for 
external validity, unlike that of quantitative studies, the aim of qualitative studies is not to 
generalize across a wide spectrum of participants but to be more concerned with “local 
causes of specific attitudes, actions, and events” (p. 306). For this study, the researcher 
considered the reading gender gap in the study’s district and the impact the results would 
have on the local community. Due to the nature of a qualitative study, the sample was 
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small; therefore, limiting the scope of the information that was derived from this study 
(Glesne, 2016). In conducting qualitative studies, Creswell (1998) suggested a suitable 
sample size of 5 to 25. This existential phenomenological study encompassed interviews 
from seven elementary school teachers of Grades third through five. The sample size was 
small; therefore, yielding the researcher no control over personal characteristics such as 
gender of the participants. There were six female teachers and one male teacher that 
agreed to participate in the study; therefore, the data obtained from the interviews pre-
sented the views of elementary boys from a mostly female perspective. The researcher, 
also a female educator, brought personal experience that may have been a limitation in 
the study. Efforts were taken to eliminate potential biases and presuppositions that may 
have occurred during this study by following the interview protocol script and following 
the semi-structured interview questions. 
Threats to construct validity. To extent to which detailed and “higher order” 
(Johnson & Christensen, 2014, p. 296) constructs of the intervention such as determining 
that the discourse of the current study on the reading gender gap on elementary school 
boys accurately represents the outcome of the study and was not clouded by the re-
searcher’s biases. For this study, the researcher was able to avoid threats to construct va-
lidity by bracketing potential biases, adhering to the semi-structured interview questions, 
and maintaining a research journal. Before the interview, the researcher put aside any 
personal opinions on the phenomenon to prevent influencing the interview process. The 
interview was conducted in a semi-structured manner and the researcher read the inter-
view protocol verbatim to ensure consistency with the questions asked. Following each 
interview, the researcher made notes to reflect on the participants’ responses. The journal 
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entries allowed the researcher to eliminate any preconceived notions concerning the par-
ticipants’ lived experiences, allowing for richer awareness of the participants’ realities 
while ensuring that researcher collected only information given by the participants. Dur-
ing the data analysis process, the researcher conducted member checking, which con-
sisted of having the participants review the transcriptions for accuracy on how their lived 
experiences were conveyed during the interview process. 
The final limitation faced by the researcher included the voluntary involvement of 
participants, their level of honesty, and their understanding of the questions asked. Data 
analysis was contingent upon the teachers who volunteered to be interviewed for the 
study. The validity of the study depends upon the honesty of the participants in answering 
the questions being asked by the researcher. Being educators, some of the participants 
were reluctant to expose their views completely on the students and the reading gender 
gap that exists favoring girls. Although the teachers’ identities were protected, they 
feared their identity could be exposed through their school. Procedures were in place to 
maintain the confidentiality of participants and their school’s identity. No identifying in-
formation was collected on the participants and pseudonyms were used to ensure that the 
participants’ responses remain confidential. The data collected were stored on the re-
searcher’s personal computer and were password protected.   
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Chapter 4: Findings 
Overview of the Findings  
 The purpose of this research study was to gain the lived experiences of third-, 
fourth-, and fifth-grade elementary school teachers on the reading gender gap that cur-
rently exist between elementary school age boys and girls. In-depth interviews were con-
ducted with seven teachers who shared their lived experiences of teaching students within 
a Central Florida school district. Phenomenology was utilized to examine the teacher’s 
voices about their lived experiences. The overarching research question was: What mean-
ing do elementary school teachers ascribe to the reading gender gap among boys in the 
past, present, and future at a Central Florida school district? The data gathered were orga-
nized to address the following subquestions:   
1. What were the past lived experiences of elementary school teachers dealing 
with the reading gender gap among boys?  
2. What are the present lived experiences of elementary school teachers dealing 
with the reading gender gap among boys?  
3. What will be the future lived experiences of elementary school teachers deal-
ing with the reading gender gap among boys?  
 This study used Colaizzi’s (1978) process of phenomenological data analysis. 
This method involved the following seven steps: (a) transcribe the interviews using a dig-
ital recorder, (b) extract significant statements from each transcript, (c) formulate mean-
ings as these emerge from the significant statements, (d) organize formulated meanings 
into clusters of themes, (e) integrate the findings into an exhaustive description of the 
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topic being studied, (f) formulate the essential structure of the phenomenon, and (g) vali-
date the descriptive findings by member checking with the participants to confirm if the 
analysis describes their experience (Moustakas, 1994). The intent of the phenomenologi-
cal research is designed to utilize the experiences of others to provide a more in-depth un-
derstanding, or the significance of part of their lived experience as it related to the partici-
pants lived experience as a whole (van Manen, 1990).  
Sampling 
 The participants in this study were gathered from a purposeful sample of certified 
elementary school teachers from Grades 3, 4, and 5. Purposive sampling was used to gen-
erate the maximum variation within the sample. According to Creswell (2008), this form 
of  “purposeful sampling strategy is when the researcher samples cases or individuals that 
differ on some characteristic and then find sites or individuals with a different dimension 
of that characteristic” (p. 214). The research sought to gather data from a diverse group of 
teachers across the six schools identified in the setting. An invitation to participate in the 
study was disseminated by the researcher through fliers that were generated with infor-
mation on the study. To participate in the study, the participant must have had knowledge 
or data related to the gap that exists between elementary school boys and girls in reading. 
Seven teachers responded with interest, and all seven teachers met the criteria to partici-
pate in the study. These seven teachers made up the subjects for this phenomenological 
study. Each of the participants was contacted by the researcher and asked to schedule a 
date and time to conduct the interview. The dates and times of the interviews were con-
firmed via email with a copy of the informed consent electronically attached to review 
before the interview. In compliance with the principal’s request, the interviews were 
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scheduled after school to ensure instructional time was not interrupted in the teacher’s 
classroom. One of the participants had to cancel her scheduled interview twice due to ill-
ness and consequentially set up an interview over the telephone. All other interviews 
were conducted face-to-face using a semi-structured format and were audio recorded to 
maximize the accuracy of the transcription. The participants were informed of the pur-
pose and procedures of the study before signing the consent form and conducting the in-
terview. The participants were verbally assured of the confidentiality of their interview 
and provided the consent form approved by the IRB at Nova Southeastern University to 
sign prior to the start of the interview. Semi-structured interview questions were used to 
provide a stimulus for participants to reflect on their lived experiences of the reading gen-
der gap at the elementary level. The table presents the demographic information about the 
seven participants who participated in the interview process.  
Participants’ Profiles 
Adrian is a third-grade teacher who has taught for 11 years, six of which are at the 
current school. Prior to transferring to the current school, the teacher worked at a Title 1 
school.  This teacher has 17 students in the current class, six boys, and 11 girls and has a 
bachelor of science and is currently working toward a Master’s in Educational Leader-
ship. This teacher holds a professional teaching certification in Elementary Education (K-
6) and an endorsement for teaching English as a second language (ESOL).  
Bailey currently teaches fourth grade. Throughout this 16-year tenure, Bailey has 
taught Grades 3, 4, and 5. This is the first year at the current school with a class size of 34 
students, 21 of which are boys. This total includes both the homeroom class and the regu-
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lar class. This teacher has a Master’s degree in Education and is currently working to-
ward a doctorate in Educational Leadership. Bailey is ESOL-endorsed and holds a pro-
fessional certificate in Elementary Education (1-6) and English or Language Arts (6-12).  
Harper is a fourth grade teacher with 22 students, nine of whom are boys. This is 
her fourth year of teaching and the first year at the current school, which is a Title I 
school. Harper has a Master of Science in Elementary Education and is certified in Ele-
mentary Education (K-6). 
Jordan currently teaches third grade and has seven boys and 11 girls in the class-
room. This teacher holds a Bachelor of Science degree and has a professional teaching 
certificate in Elementary Education with an endorsement in ESOL and reading. Jordan is 
in the third year of teaching at her current school. 
Logan is a third-grade teacher in the 19th year of teaching. Seven of those years 
have been at the current school. This teacher holds a Master of Science degree in Educa-
tion.  Logan’s professional certification is in Elementary Education (K-6), and is Gifted- 
and ESOL-endorsed. This teacher has seven boys and 10 girls in the current class.  
Kem currently teaches fourth grade and has 12 boys and eight girls in the class-
room. This teacher has taught for five years, three of which are at the current school. 
Kem has a Bachelor of Arts degree and holds a professional teaching certificate in Pre-
kindergarten to third (P-3) and Elementary Education (K-6). 
Stacey has taught for seven years at the same Title I school. This teacher has 21 
students, 11 boys, and 10 girls. Stacey teaches fourth grade and holds a Bachelor of Sci-
ence degree and has a professional teaching certificate in Elementary Education (K-6) 
with an endorsement in ESOL.  
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Table 
Participants’ Demographics  
Pseudonym Total Years of teaching 
Years at 
current 
school 
Highest  
degree 
Teaching    
certificate 
Certificate 
endorsement 
Adrian 11 6 B.S. Elem Ed K-6 ESOL 
Bailey 16 6 M.Ed. Elem K-6 
ELA 6-12 
ESOL 
Harper 4 1 M.Ed. Elem Ed K-6 N/A 
Jordon 3 3 B.S. Elem Ed K-6 ESOL 
Reading 
Kem 5 3 B.S. Elem Ed  
PK-3/3-5 
N/A 
Logan 19 7 M.Ed. Elem Ed K-6 ESOL 
Gifted 
Stacey 7 7 B.S Elem Ed K-6 ESOL 
Note: Harper has three years prior teaching experience at another school.  
Data Collection 
Data were collected using semi-structured interviews with closed-ended questions 
to obtain the demographic profile of the participants and open-ended questions to gather 
details related to their lived experiences. The researcher met with each teacher individu-
ally in their classroom at their work location to conduct the interview except the tele-
phone interview, which was a result of extenuating circumstances.  
Interviewing was the most appropriate method to attempt to understand the partic-
ipant’s lived experiences of this phenomenon in their words. On average the interviews 
ranged from 30 to 50 minutes. The researcher used a digital audio recorder and anecdotal 
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notes to collect data throughout the interview process. The interview began with the ver-
balization of the interview script being read to each participant. The interview followed a 
chronological order based on the past, present, and future experiences and it was struc-
tured in two parts. Section 1 provided the participant an opportunity to discuss the back-
ground related to the study. Eight closed-ended questions were used to develop the partic-
ipant’s profile for the study. Section 2 consisted of three parts: the past, the present, and 
the future. The sections comprised 15 open-ended questions. Although the questions were 
opened-ended, there were times during the interview that the researcher had to ask elabo-
rating questions to gain a true perspective of the lived experience of the teacher.  
Results of Thematic Analysis  
Each participant was assigned a pseudonym before listening to the digitized audio 
files. Once the pseudonyms were assigned to the participants, each of the audio record-
ings was reviewed multiple times to transcribe the data verbatim into a Word document. 
The transcripts were analyzed using thematic analysis (Creswell, 2007; Finlay, 2009). 
This required the researcher to read and reread each transcript to gain a thorough under-
standing of the lived experiences of each participant. The transcribed interview responses 
were imported into NVivo software to code the relevant sections of the transcript (Cre-
swell, 2007). NVivo qualitative software was used to analyze the transcribed interviews 
to assist the researcher with the coding and identifying of emergent themes from the data 
that presented common attributes (Richards, 1999; Richards, 2002). This was completed 
by reading transcripts and highlighting excerpts that related to each of the research ques-
tions and were common among the teachers. Words and phrases that reoccurred within 
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the interview were identified, and codes were developed using keywords from the ex-
cerpts of the interview. Once the codes were identified, they were narrowed down to 
emergent themes.  
The researcher linked the responses of the interview questions to that of the re-
search questions to code the data based on the lived time or temporality of the lived expe-
riences, which allowed the findings to be reported in a sequential manner (Annesley, 
2010). Each research question was coded separately, and themes were developed as a re-
sult of the patterns exhibited from the codes.  
Findings 
As a result of the analysis of the information presented by the participants, the 
codes yielded the following themes and subthemes, relevant to the lived experiences of 
this sample of elementary school teachers from a Central Florida school district. Three to 
four themes emerged from each temporality. The themes were divided based on the struc-
ture of the twofold interview process with Section 1 consisting of demographics and Sec-
tion 2 consisting of the interview. Section 2 was broken into the following three parts: 
Section 2-Part 1 (S2-P1), the past; Section 2-Part 2 (S2-P2), the present; and Section 2-
Part 3 (S2-P3), the future. The themes of S2-P1 are the awareness of the reading gender 
gap, the reading gender gap interventions, and the findings of reading gender gap. The 
themes included in S2-P2 are the causes of the reading gender gap, the academic perfor-
mance related to the reading gender gap, building relationships, and reading gender gap 
concerns. Within the theme of building relationships emerged two subthemes: teacher-
student relationship and role model. The themes of the final segment S2-P3 are reading 
gender gap resolution, the future of boys, and change in the approach to the RGG. The 
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themes were derived from terms frequently mentioned during the interview process (the 
full map of themes and subthemes is shown in the figure). 
Reporting Data on Research Question 1 
 What were the past lived experiences of elementary school teachers dealing with 
the reading gender gap among boys? Teachers were asked a series of three interview 
questions in this section to gather their perspective of the reading gender gap for their 
past lived experiences. The teaching experience of the sample ranged from 3 years to 19 
years, which accounted for the variations in the responses. There were two prominent 
themes: awareness of the reading gender gap and intervention, which emerged as a result 
of analyzing the data from the participants’ interview responses.   
Figure. Thematic map.  
Awareness of the Reading Gender Gap  
 The first theme of S2-P1 is awareness of the reading gender gap. One teacher’s 
account of the reading gender gap dated back as far as 14 years, whereas another 
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teacher’s account was as recently as two years before being solicited as a participant in 
this study. Two of the teachers, Adrian and Logan, noted that the reading gender gap was 
more prominent while teaching at a previous school. Logan reported that it was first no-
ticed the disparity between genders when teaching a group of Aim students. Logan 
opined that “I had students, boys that I taught at Aim, which were the highly-gifted stu-
dents, and they scored in the lowest percentile in reading at the beginning of the year.” 
Logan reported that at a former Title 1 school, the reading gender gap was more promi-
nent. 
 Jordan indicated that she was unaware of the reading gender gap until solicited to 
participate in this study. This prompted her to research the topic and contact the re-
searcher to participate in the study. Based on her lived experience, she reported:  
My first year teaching I notice I had a really high population of excelling girls and 
most of my girls were at or above grade level and the majority of my below level 
students were boys. I noticed that right off the bat because I only had a couple of 
boys that were on grade level.   
Kem first asserted, the boys and girls were equally falling behind in reading, and she had 
no past lived experience with the reading gender gap. However, Kem contacted the re-
searcher the next day to amend her interview and stated that:  
After the interview, I comprehend your research more thoroughly. Initially, I be-
lieved that girls and boys both have the huge initial gap and are deficient in read-
ing due to socioeconomic, low motivation, undiagnosed learning disabilities, and 
lack of support. However, as I researched the topic more thoroughly and reflected 
on my student data, past and present, I have a deeper understanding of the reading 
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gender gap and agree that there is a gap that exists between genders in past and 
present classes.  
The majority of the teachers mentioned that the awareness of the reading gender gap was 
noticed as a result of assessments in the classroom and local or standardized state assess-
ments. Stacey recounted a gender gap in data related to the Accelerated Reader (AR) pro-
gram, an independent reading computer-based practice platform, which her school man-
dated participation. Reminiscing as far as five years back, Stacey reported “in many 
cases; the girls seem to take more of the AR quizzes and pass more of the quizzes.”  
 Harper reports that in past classes, “I’ve learned that the girls seem to catch on 
faster and can read quicker and at a faster rate as far as fluency by the end of the school 
year compared to the boys.” Although the teachers were from various backgrounds from 
gifted to ELL, their accounts of the reading gender gap were similar in nature.  
Intervention  
 The second theme that arose within the past temporality was a direct result of the 
teacher’s awareness of reading gender gap. Once they were made aware of the deficiency 
in reading among genders, the natural educative response is an intervention, which is the 
second theme. The second theme of this study focuses on the interventions resulting from 
the reading gender gap.  
 Harper stated her intervention included foundational skills and higher level read-
ing skills. Strategies gear to work on “phonics and building up their vocabulary were the 
two main focuses coming from a primary background to a fourth-grade classroom.” Cur-
rently, her fourth-grade class is learning about prefixes and suffixes in Language Arts. 
Harper spoke of the importance of teaching the students direct and systematic instruction 
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to allow the student, when engaged in reading, to pull from their prior knowledge to de-
termine word meanings. “If they're reading a text and they know the meaning of the pre-
fix or suffix they can kind of figure out what that word means.” Fluency comes from con-
tinued opportunities for practice. Harper has her students to “keep reading, so they are 
working on lots of fluency.” 
  Jordan agreed that students need the continued practice to ensure that they have 
the opportunities to practice what is taught during whole group or explicit instruction. 
Jordan utilized groups as a form of intervention and a platform for students to gain the 
extra support they need in a smaller group setting. Jordan specified that in the beginning, 
she did not realize the significance of the reading gender gap: 
Of course, I intervene for my typical struggling students by pulling small groups 
or sending home extra resources, but even with the interventions (i.e., small 
groups and additional resources) the gap continued to get larger. I had my strug-
gling students and my girls; they were struggling. They didn't meet grade level, 
but they progressed further than my struggling boys progressed because with the 
different interventions that we had- the gap kept growing. 
Logan indicated that she tries to build student interest on what they like to read and she 
recalled that boy’s interest was somewhat different from that of girls. Upon reflection, 
Logan responded that the gap got better when it was realized that in general all kids are 
different and educators must “find what their interest is and what sparks their imagination 
or what they want to read about.” This was common among the teachers interviewed. 
 Bailey also spoke of the importance of intervention based on individual student 
interest and expressed the use of intervention groups because “we are required to but also 
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just targeting the instructions based on what their needs are and using iready.” Programs 
like iready, which is a district initiative, are used to target the student’s need at an indi-
vidual level. Bailey also uses small groups “to be able to target what they need.”  
Even with the interventions the group of boys made improvements. I never really 
saw a huge improvement due to limited resources available for teachers to use. I 
wish I had more. I don't know what I wish I had I just wish I had more available 
to help them because it's too many kids. 
Logan reported on the district’s mandated computer intervention to target increased stu-
dent achievement in reading: 
It’s not just this school. I know— it’s all schools and then there are pre-assess-
ments and post-assessments. Once they get done with all that, especially with 
boys who tend to be more active, to kind of rope them up to a computer or to kind 
of force them into a form makes them apprehension toward it. And it doesn’t 
bring on a love of reading.  It makes it more of a chore. 
Based on intervention data from the participants, the teachers provided reduced group 
sizes for students to practice reading strategies to increase automaticity and fluency 
among the struggling readers. Logan stated that “there are a lot of small group instruction 
and explicit instruction and teaching those types of reading strategies to all the students 
that need them.”  
 Kem also uses small groups as a method for intervening to meet the needs of the 
student. Kem stated “we differentiate between small group and we have an extra hour so 
we can address the needs of individual skills.” Students who attend Kem’s school have an 
extra hour of schooling each day due to previous standardized assessment scores. During 
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this extra hour, Kem expressed, “we have many reading intervention skills in place.”   
Reporting Data on Research Question 2 
 What are the present lived experiences of elementary school teachers dealing with 
the reading gender gap among boys? The themes included in S2-P2 are the causes of the 
reading gender gap, the academic performance, building relationships, and reading gen-
der gap concerns. Within the theme of building relationships, the following two sub-
themes emerged: role model and teacher-student relationships. During this section of the 
interview, the researcher asked the teachers a series of seven interview questions related 
to their present lived experiences of the reading gender gap.  
Causes of the Reading Gender Gap  
 The first theme of the present temporal is the causes of the reading gender gap. 
When discussing the cause of the reading gender gap, the participants agreed that the 
reading gap exists. However, there was no consensus on the potential cause of boys lag-
ging behind girls in reading across the schools surveyed. Adrian believed that the cause is 
a result of “family and the lack of father figures or male role models.” Two of the teach-
ers discussed what some refer to as boy mentality, or simply boys being boys. Stacey re-
ported that the cause of the reading gender gap is based on how society views the role of 
boys and girls. Stacey felt that:  
Maybe it’s some different things, but one thing I notice as a teacher is parents 
have the mindset that boys are supposed to be active. They promote boys be-
ing active, whereas with girls they may or may not promote them being ac-
tive. Parents are fine if they see their daughter sitting down reading. With 
boys sometimes I hear they need to be outside and it's perfectly fine if you 
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don't read and you’re a boy. I don't know if that's culturally or a thing in  a 
society where it’s great for girls to be sitting down reading and it's something 
that it's expected of girls; whereas boys if you read-great and if he doesn't, 
he's just a boy. 
Jordan reports a similar experience as Stacey when she added that boys are just dif-
ferent from girls and this is somewhat understood. Jordan spoke of a scenario when 
she overheard her mom explaining to her sister that girls and boys are expected to 
behave differently. Jordan was also concerned about her boy's behaviors:  
I noticed a lot of my boys are more squirrelly or more energetic, and that's 
typical of young boy’s behavior. I think that could be a possibility why a lot 
of my boys like to get up and walk around. There is one boy who would just 
start walking around in the classroom. I’ll ask him what are you doing, and 
he'll be like I'm just looking. What are you looking at the classroom is the 
same, but I think it’s just typical eight-year-old boy behavior that keeps them 
from sitting. When we have silent reading time, I still have some chatty girls, 
but I have to stay on top of the boys to just sit for like 5 minutes and read and 
pay attention to what you're supposed to be doing. I think that the energy 
level that eight-year-old boys have keeps them from being able to sustain 
their reading time and without that reading stamina, they're not able to absorb 
as much information as my females are. 
Bailey, on the other hand, believes the cause of the reading gender gap is based on 
the state and district mandates. In her opinion, the boys are required to do more than 
they are academically ready to do. As the need for more rigorous instruction is 
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placed on educators, young boys are feeling the pressure to test more, read more, and 
overall perform more in the classroom the same as young girls. Bailey opined that: 
I think there is way too much put on these kids as far as testing and we 
don’t get enough time to teach to mastery. I have taught fourth, fifth, and 
sixth grade. I see way too much testing on the skill and not enough teaching 
of the skills. It’s just test, test, test and it’s not enough time, especially in the 
lower grades. They don’t get the foundational skills they need to be success-
ful in the upper grades.  
Kem believed the cause is teacher preparedness. Students are entering each grade level 
lacking essential grade-level skills, and there are classrooms with teachers unprepared to 
teach to the academic diversity that may exist in the classroom. Kem reported the cause 
of reading gender gap to be “teacher knowledge, teacher comprehension of their educa-
tion, their experience with learning disabilities or unidentified learning disabilities, stu-
dents not having that extra support at home, and maybe even ineffective school perfor-
mance.” Additionally, Kem believed that there are times when staff motivation may play 
a role in boys falling behind girls academically.  
Academic Performance 
The second theme in S2-P2 is the academic performance, which is a direct result 
of the reading gender gap. Of the teachers interviewed, five of the seven reported a sig-
nificant academic deficiency resulting from the reading gender gap. Three of the teachers 
spoke of the importance of reading and its effects on the student’s performance in other 
subject areas. Kem commented “it’s greatly affected because if they can't understand on 
their grade level, they are not only deficient in reading, but there is a deficiency in math, 
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science, and social studies because the comprehension is not there.” Kem added that if 
students cannot read, then they cannot comprehend. Stacey indicated that “the more they 
read, the better they do not only in reading, but other subjects. Their vocabulary is higher, 
and their stamina is greater when they are reading.”  Harper agreed with Kem and Stacey 
as she conveyed, “the academic performance is very low or below grade level in both 
reading and math because if you can't read it, you can't read the math problems as well, 
so it (reading gender gap) affects them tremendously, and sometimes it (reading) can be-
come like an aggravation to them.” Jordon did not feel her boys are meeting their aca-
demic target: 
I think my struggling boys are not progressing. I have a few boys that are very 
much on grade level and are where they need to be, but my struggling boys don't 
seem to be making much progress. We are in the 12th week of school and their 
reading test scores and performance on AR test are not improving. The struggling 
boys are staying very stagnant, even throughout, giving interventions and working 
together in small groups. I’m giving them just as much guidance through things as 
I was five weeks ago, whereas some of my other students are becoming more in-
dependent and don't need me as much as those boys do. 
Bailey described the majority of her boys would be considered low achievers. Bailey’s 
lowest 20-25 percentage is a mixture of boys and girls. Bailey indicated, “of the boys I 
have in my class, I teach fourth, one is 12 so he is definitely lagging behind. You can just 
tell with some of them there is just a huge deficit and it shows up in their grades.”  
Building Relationships 
The third theme building relationship has two subthemes: role models and 
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teacher-student relationships.  
Teacher-student relationship. Each of the teachers interviewed reported a good 
teacher-student relationship with the boys within their classroom. Harper provided infor-
mation on the teacher-student relationship in her classroom: 
I have a good relationship. They’re able to see if they don’t get it and they need 
help, they can come to me. I think the boys would say, I care a lot about their edu-
cation, and I’m willing to help them.  I hope they would say, I’m a motivator be-
cause I try to do that as well. 
According to Logan, there is definitely a teacher-student relationship, and she tries early 
on to identify the student’s interests by doing things like talking about sports during re-
cess with a student who is a huge Buffalo Bills fan. Logan also opined that:  
With all of the classroom expectations for students (i.e., iready, small groups, in-
terventions, etc.), it becomes more of a chore, which is why she tries to overcom-
pensate to make things fun. The students think I’m funny and they listen and they 
get the point of it and I think if you don’t have that personality where you can be a 
little wacky sometimes you lose some of those kids. One of the elements of the 
teacher evaluation system is building relationships and letting students talk about 
themselves, but teachers are held to such tight time constraints. There’s kind of 
that rapport that we have with each other because they know I am interested in 
them as people and not just as kids. if asked, I believe the boys would say, I’m 
funny and a different type of teacher that allows them to have a choice, yet, ex-
pects them to get their work done within the parameters that are given to them. 
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 Jordan revealed that she learned a powerful lesson from her mother with regards to gen-
der differences. Jordan believed that establishing a respectful teacher-student relationship 
is important in every classroom, which is her aim. Jordan shared her view: 
The vast majority of my boys we get along very well. I try to create a very 
good classroom culture with all of my students. We do a lot of brain breaks, 
and we’ll do ‘Go Noodle,’ and I like to do all the little dances with them. 
The boys love it. I have a couple of boys they do the Running Man for eve-
rything. We laugh, we play, and we joke. I have one boy who always has 
the nicest shoes. I told him I'm going to a birthday party, and I need to bor-
row your shoes, so I look cool. I have a pretty good relationship with the 
boys.  
Jordan hoped that if asked her boys will say “we have fun while we learn and that 
I’m strict, but I'm fair.” Jordan informed that she “tries to keep the consequences 
even and even tailored because some boys are squirmier than the average boy. I try 
to give them a little more leeway because they just can’t help it.” Jordon also stated 
that: 
They have to move, and I hate to tell them just to sit constantly, so some-
times I let them take a walk around the room. I try to give them responsibil-
ity by saying - you are eight and nine years old you can handle a little extra 
leeway, but you still have to focus. I hope that they would say we get along 
and that they feel comfortable expressing their needs. I have one student 
that he'll just tell me that I can't sit anymore or I need a break for a few sec-
onds. I let him stand in his spot in the room where he can do his work. It's 
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where he's not in the way because at the beginning of the year he told me 
that I just can't sit all the time. He knows when he gets squirmy; he can 
stand up and work there, so I try to accommodate their needs. 
Bailey indicated that “I have a great relationship with the majority—I would say al-
most all of them. There are some that you don’t really get that bond with but I have 
a really good rapport with the majority of my students.” Bailey noted that she loves 
her students, but she is tough on them. Bailey disclosed that “some of these stu-
dents are just really tough kids especially at this school. They have a really hard life 
and a hard background. You kind of have to break through that and get to know 
them.” Bailey believed her boys would say that “they really liked me. I think they 
would express in their words you know she’s pretty cool. I like her, she cracks 
jokes, she’s funny, she’s fair, she’s hard on us, and she expects a lot.”  
Similar to Logan, Adrian reported that he tries to relate to their personal 
lives and make an effort to participate at recess with them simply by throwing a 
football with a student.” Adrian indicated that “I think those little efforts to relate to 
a student brings you much growth in the classroom.” Adrian believed the boys in 
his class would say “he is fun but strict and that he is a rule follower.” 
  Role model. All teachers interviewed discussed the importance of having a 
role model. Adrian stated that the limited number of male elementary teachers does 
not give boys as many role models in their educational setting.  
Logan believed this has a significant effect on young boys and many times 
the only male teachers are PE coaches. Logan told a story of her son’s, who attends 
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the school where she works, inquiry about when he would have a male teacher. Lo-
gan response was he might have a male teacher in third grade, fifth grade, or Physi-
cal Education (PE) because the school has male teachers at those levels. Logan’s 
son questioned why there were not more male teachers and she replied, “I don’t 
know, but when you get to college and high school there tend to be more male 
teachers, but in the lower grades there are not.” Logan elaborated, “I think a lot of 
boys might not think about becoming a teacher because they are always having fe-
male teachers, not that we are bad, but they don’t have a role model to look up to 
emulate.” 
 Jordan, Kem, and Stacey also believe this is a major concern for young 
boys. Jordan revealed, “I don’t feel my boys even think an option for their life is to 
be a teacher because they don’t see it very much.” Jordan affirmed Logan statement 
“they might say, I can work at a school and be a PE coach, but I don’t think it ever 
crossed their mind that they can be a classroom teacher too because they don’t see 
it.” Logan stated that: 
There are a few male teachers at my school, one in third grade, one in fourth 
grade, one in kindergarten, two male PE coaches, the dean, and the assistant 
principal. The lack of male presence at our school sends a big message to 
them that it’s not a career for boys or they may think school is just for girls 
and they don’t apply themselves as much. 
Kem feels that “boys automatically have a natural respect for males because they 
can relate to them. When they see that because we do have a few (two or three 
men) at our school, they want to be in their class.” Kem shared Jordan’s thoughts 
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“not seeing them as much doesn’t give them any motivation that men can be suc-
cessful in the education arena.” However, Kem noticed that “when there are inef-
fective male teachers that actually lower the respect level of male students because 
they find they don’t want to be in those classes.” 
Stacey expressed that “when you see someone doing something that looks 
like you, it encourages you to do it, too.” Stacey pointed out that female teachers 
are more of a role model for female students because males need to see other males 
to be encouraged by their behavior and she shared her views on the gender differ-
ences of teachers and the role it plays with students:  
To see female teachers reading that encourages female students to read and 
there's already this gap and this thing culturally that boys are supposed to be 
out running around playing. By them not seeing male teachers in a role of 
influence and an example, it kind of continues that thought process that— 
that's for girls; teachers are for girls. Reading is for girls instead of closing 
that gap. 
Harper continued the same thought pattern as Stacey. “I think that each gender 
probably needs to see the same gender in a positive light.” Harper believed “it’s 
good for boys to have male teachers because it says, I can be a teacher too, if that's 
what they want to be.” 
Bailey said, “I definitely think they need to have a male teacher in the classroom as 
role models.” Bailey also believed women are seen more as the nurturers; whereas, 
the men are considered to be the disciplinarians. Bailey continued: “if the boys see 
males in the role as teachers, they would be more likely to see that they could be 
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successful in something other than sports as a career such as an educator or a law-
yer or something like that.”  
Reading Gender Gap Concerns 
The final theme of this S2-P2 is reading gender gap concerns, and it high-
lights the lived experiences of the participants as it relates to real-time concerns for 
the elementary boys in their classroom. Each of the participants shared a genuine 
concern for the boys in their class and how the underachievement in reading would 
impact their students. A common concern during the interviews was the inability of 
elementary boys to catch up with the academic demands.  
Harper was concerned that “each year they’re going to get behind more. 
They’re going to get frustrated, and they won’t like school.” Harper also felt that 
the reality is “when they get a certain age they just won’t come.”  
According to Bailey, “it has definitely caught up with some of them, al-
ready,” and she feared that “the farther they get in their educational career, the gap 
will continue to widen. Next school year it gets even harder.” Bailey taught sixth 
grade for almost nine years, and she is aware that the expectation to prepare them 
for the middle school includes a lot of reading for information. Bailey agreed with 
Logan that the students must learn to read nonfiction and cite textual evidence. Bai-
ley knows that incoming middle school students should be aware of “all the things 
they need to be successful, not just in school, but in the future in order to achieve 
what they need to do to be successful in life.” 
Jordan has a major concern that goes beyond the classroom and she feared 
for the boys and the community they are growing up in. Jordan knew that the boys 
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are behind, and that they need help at home to catch up, but fears that it might be 
too much for them to handle. Jordan continued to tell the researcher about an expe-
rience with two of her previous students and her greatest concern: 
I feel bad saying it, but the community that they grew up in and not so much my 
boys this year, but the boys I had in previous years. I have seen that they were fol-
lowers. I had two students my first year they were very wonderful boys deep 
down, but they would see other boys off task or say mean things as a joke and 
were very easily influenced. I know that both of them could go very far in life. 
Both had potential if they put their mind to it. Both were below level, maybe one 
grade level. I really felt that if they had put their mind to it, they would have 
caught up; with that, I worry that school isn't cool and as they get older the boys 
will care more about football and don’t care much about getting good grades. 
When they are still young, like the ones with me, it matters to them a little 
bit. I can just tell from both their personalities that as they got older, if they didn’t 
have a good support system, it will be easy for them to fall into the wrong group 
of friends; get mixed up with the wrong crowd; and care less and less about 
school until it became too late for them to catch up. Once they get to high school, 
they have that option to drop out. And that worries me the most that they will get 
so far behind that they won't see themselves as able to catch up and drop out. 
Stacey shared a community concern that is similar to that of Jordan. “We can promote 
reading in the school and in the classroom, but I would like to see them carry that out-
side the classroom.” Stacey continued by stating “being that there is already a gap the 
only way to close the gap is to get ahead.” Closing the gender gap means “they can’t 
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just read in class. They may have to start reading more outside of the classroom.” Lo-
gan talked about the procedural mandates and how they potentially relate to the contin-
uation for the reading gap instead of the intended target of intervention. Logan ex-
pressed concern as it relates to district mandated technology programs in the classroom 
among other interventions: 
One of my students just came to me from another school, and he is significantly 
below grade level. What worries me is the trend toward going more technology 
based especially in our school. We don’t have the 1:1 technology; it’s like feast or 
famine. If they are in the lowest 25 percent, they get more of an opportunity than 
the other students do. I think it (technology) takes away that personal connection 
that over the past 19 years being in my 20th year I’ve tried so hard to build with 
the kids. Now, they have to do 45 mins of iready for example, and then they have 
to do these other things for intervention programs, and then there are pre-assess-
ments and post-assessments, too. The boys tend to be more active and to kind of 
rope them up to a computer or to kind of force them into a form makes them ap-
prehensive toward it, and it doesn’t bring on a love of reading.   
Adrian feared that the gap can’t be made up. Adrian declared that “I keep hearing 
that it will come together—its age, but I don’t work with the older kids to see it 
every day.” 
Kem stated that she too is concerned that “they're going to continue to fall 
behind and never catch up. Therefore, their self-esteem is going to go down.” Kem 
emphasized that the gap continues to grow, ““they’re not going to be able to under-
stand when they get to middle school and high school, or they're not going to be 
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productive citizens.” 
Reporting Data on Research Question 3 
 What will be the future lived experiences of elementary school teachers dealing 
with the reading gender gap among boys? Teachers were asked a series of four interview 
questions in this section to gather their perspective of the reading gender gap for their 
past lived experiences. The future temporal, segment S2-P3, was most distinctly captured 
by the following three prominent themes that emerged as a result of analyzing the data 
from the participants’ interview responses: resolutions to the reading gender gap, the fu-
ture of boys, and change in the approach to the RGG.  
Resolutions to the Reading Gender Gap 
 Theme 1 of S2-P3, resolutions to the reading gender gap, highlights potential so-
lutions to closing the gender gap in reading from the perspective of the classroom 
teacher. Two of the teachers discussed the importance of making reading fun. Harper 
charged that reading has to start as early as pre-kindergarten and she also endorsed the 
importance of building on the interest of students to make reading fun and appealing to 
boys “like sports (i.e., football, basketball) or something similar of interest to try to cap-
ture their attention as readers in that first couple of years.” Harper continued to discuss 
the issue at hand by stating that once the student gains an interest in reading based on 
their liking of the reading material or text-based, then it can move from there.  
 Stacey also spoke of the importance of making reading fun for students and 
providing students with incentives and letting them know the benefits of reading. Stacey 
asserted that: 
 I think something that I would like to see and I think would be helpful is getting 
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more, not necessarily more male teachers, but some kind of way for kids to see 
more males reading. A couple of years ago, my school implemented a program to 
promote reading schoolwide. We had something to the effect of getting caught 
reading, so even our coaches who are males would get caught reading. One of the 
coaches even took AR tests, and the kids were trying to beat his score with their 
AR test. This engaged boys at the school in a friendly competition for a chance to 
score higher on a reading test than their coach.  
Logan argued the point for building student relationships and building readers based on 
their interest. According to Logan, teachers need to build relationships with the boys and 
the girls in order to find out their interests. Logan placed emphasis on the point that 
“when students have a choice, and it’s made on the interest I’ve concluded that they are 
more likely to be on task.” Logan understood the role of a teacher-student relationship in 
resolving the reading gender gap and she communicated that “you have to get them on 
your side and they will listen to you. If you don’t do that from the get-go, you’re going to 
lose them, if you’re too strict or too soft, you have to have that balance.” Logan affirmed 
with great emphasis that “after you get that then you can be real with them.” Logan 
frankly commented that:  
You can be very honest and say look we are doing this; the point of doing this, is 
this, which is what I always do. Say, look, we’re going to do a biography study 
and when I pulled out those books and put them on the table; I called them up in 
groups, and they were so excited. They were picking up two and three books, and 
they were like can I do two or three reports. I was like let’s just get the first one 
done first because we have a lot of work to do. Let’s not overburden ourselves, 
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which just makes them want to do it more because I was telling them no. I think 
finding interest or finding trade books and not just always reading out of text-
books.  
Jordan concluded that a resolution will come when teachers recognize that boys have 
more energy than girls do. Jordan continues that “and it doesn't mean that they’re ADHD 
[Attention Deficit Hyperactivity Disorder]. It just means that little boys like to play. It’s 
just what little boys like to do, and I think a lot of teachers forget.” Jordan argued the 
point of the unreasonableness of some teachers who try to compare the behavior of boys 
to that of girls. Jordan claimed that teachers “see the girls sitting nicely and wonder why 
can’t the boys sit there and do that. It is a big difference, and I actually learned that from 
my mom trying to explain to my aunt.” Jordan divulged her personal family situation 
when she stated that aunt had daughters and later in life she had a son. Jordan’s aunt’s 
mindset was “just give him the same things, and he would do the same things that the 
girls did.” However, her aunt later discovered that her son was very active and that “you 
can’t treat them the same.” After revealing her family history, Harper admitted that: 
We as teachers have to be mindful of it as well that they’re just naturally as young 
boys are more energetic. Forcing them to sit down or forcing them to stay in one 
place isn't going to resolve the situation. I learned this my first year by trying to 
make my kids stay in one location was not helping them focus anymore, which is 
why I have no issue with my little boy moving over and focusing especially if he 
could communicate with me that it helps him think better; I'm all for it. I believe 
that we have to find different ways of letting them do acceptable classroom be-
havior. I think so often teachers want you to sit at a table and focus on what 
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you’re doing, but I have several boys that like to stand up. They don’t wander, but 
they will stand at their desk, and they may sway back and forth while they are 
working. They just need to move, and I think we just have to give them a little bit 
of freedom to do that. 
Kem maintained that teachers must have a growth mindset in order to start closing the 
reading gender gap. Having a growth mindset is not becoming complacent and always be 
willing to learn new strategies by talking with the students and finding out what are their 
interests in order to motivate them to build themselves up. “I think basically the key to 
education is constantly learning new strategies and consistently communicating with your 
students.” 
 Adrian concurred with Kem on the importance of building those student friendly 
relationships. Adrian noted that taking the time to get to know the student is important for 
his male students because he is a male teacher and understands the gender gap problem 
from a boy's perspective. Adrian agreed wholeheartedly that “focusing on building rela-
tionships is the biggest factor in increasing any deficits.” 
Bailey's response to the question on a resolution to the reading gender gap was 
that “boys definitely need to have a purpose. They need to see how it benefits them and 
not just now but in the future. They need to see the big picture, so we need to continue to 
provide them with a challenging curriculum.” Bailey remarked less testing is a possible 
resolution to the reading gender gap and continued the discourse by arguing that:  
There needs to be less testing and more teaching them to understand to mastery. 
They need to be able to understand it before we test them on it and teachers need 
to prepare students for the job that they are going to be expected to fill so that 
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they can be successful. The students need to know how it all affects them overall. 
I hate to say it, but we’re trying to fight the good fight as far as making sure that 
we do the best we can as teachers in the classroom with what we have. 
The Future of Boys 
The second theme in S2-P3 is the future of boys with a focus on elementary boys 
as they transition to middle school, high school, and post school. All of the teachers inter-
viewed seemed to believe that there was a correlation between reading and student suc-
cess. Harper strongly expressed the importance of reading in everyday life.  
Kem emphasized that reading readiness is a determinant of adult success. Reading 
is a fundamental skill that plays an important role in education, profession, and daily liv-
ing.  
Logan was determined that her boys are all going to be successful because “they 
all have a let’s do this attitude.” Logan candidly stated that “I sometimes think if you’re 
honest with them and explain what it really means you will build that relationship with 
the kids.” However, Logan cautiously stated that if they have a gap that is not narrowed 
or closed and that gap carries on with them in the future, they’re less likely to go on to a 
more professional career. In addition, Logan was less optimistic about the future of the 
offspring of her male students when she stated that if the gender gap continues, her boys 
will be less likely to read to their children, which “then it becomes a cycle of I didn’t do 
well in reading, so it’s not important to me, so I’m not going to carry that on to my chil-
dren. I’m not going to support that reading at home.” Logan opined that situations of this 
nature: “parents will not pass on the love of reading.” Logan continued to delve into a 
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lacking area in education - family-school partnerships and discussed how elementary stu-
dents are asked to go home and read something they enjoy for 20-30 minutes nightly. The 
kids that have those families where reading is important to them do the reading and the 
ones that don’t, they don’t.” According to Logan, students that are not subjected to read-
ing at home “these are the kids that need your time before school starts to read with them 
to give them that time.” 
Unlike his counterparts, Adrian forthrightly declared that the future is positive: “I 
like the level of engagement that students get in the middle and high school. There are 
more sports activities, and I believe that it brings school closer. There’s a lack of that in 
elementary schools and so there lies a gap.” Like Logan, Adrian is hopeful that this trend 
with boys and reading does not become cyclical. Adrian offered a solution to avoid the 
cyclical prediction that boys will continue to path of the gender gap in the future when 
declared that: “I think that if someone steps in and make an effort to bridge the gap that 
there isn’t a gap or as big of a gap in the next generation. I think there are big factors like 
socioeconomic that are a constant factor in determining the outcome of boys.” 
Kem revealed her classroom strategy for success with the boys she teaches: “I talk 
to the boys in my class about the stigma they have in society. They are the leaders of their 
families and their community.” Like Logan, Kem endorsed that positive view and the 
paradigm shift of boys moving forward into society (i.e., middle school, high school) and 
boys lacking the knowledge that may affect their success in the future. Kem also admitted 
that the status quo could result in boys “not being motivated to go forward because their 
expectation level is already going to be low. If they never close that gap up, they are not 
going to feel productive.” Kem continued the discourse by concluding that “basically, 
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they’re going to fall in line with all the stereotypes.” 
  Stacey refuted the negative theory about the future of boys and felt that boys are 
going to be fine; they just need to read. Stacey was adamant that “The future of boys is 
promising. I think that teachers, educators, and people are seeing that there is a gap and 
they are making an attempt to address it.” Stacey contended that as parents and just as a 
community “people are hearing more about the gender gap and seeing that it’s not okay 
for boys not to be where they need to be as far as reading is concerned. We see the fruits 
of that mindset.” Stacey opined “we are seeing more boys who are reading; parents, com-
munities, and teachers who are promoting that not just here but across the country and 
across the board. People are not satisfied with the gap and are attempting to close it.” Ad-
ditionally, Stacey was confident that boys would be okay, they just need to read. Stacey, 
however, was cautious with her positive view and added that, if boys kept going in the 
same direction, they will experience a negative impact: 
This is an elementary school classroom, if you're struggling with your academic 
and reading and that only intensifies as you transition into middle and high 
school. The older you get, the more reading there is, and now you shouldn’t just 
be learning how to read, but you should be applying that reading.  
Even with that being stated, Stacey still maintained a positive outlook on the reading gen-
der gap. “I think if it is addressed one boy at a time, one school at a time… what’s so 
great about it is that there is a solution to the problem. It is promoting more reading and 
encouraging boys to read more.” Stacey concluded that the future of boys needs to start 
with boys reading or being introduced to reading at a younger age.  
Bailey affirmed statements made by her colleagues: “I wish the complete opposite 
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happened, but I’m afraid that the boys, especially the low achievers, are going to continue 
to fall through the cracks.” Bailey continued that she worries about the low-achievers be-
cause she hears “horror stories” about them and that as middle school students some are 
having to opt out of other electives to attend remediation courses. Remediation time, Bai-
ley claimed, will in turn lead to behavior issues because the students are focused on aca-
demics all day and they miss the opportunity to have an outlet such as art or PE. Misbe-
havior  among boys may lead to in-school suspension or fights with peers, which Bailey 
continued to reveal her thoughts on how suspensions and other unruly behaviors that lead 
to suspensions can be avoided, if only “we could meet up with them when they’re at the 
lower level in order to be more successful before they go to middle school so they don’t 
have to lose out on all that extra stuff that they should be participating in.” Bailey is ada-
mant that if the remediation practices of denying boys the outlet valve they need contin-
ues to promulgate gender gaps in reading into the future, she fears her students “will be-
come statistics as far as not being able to get good jobs and not graduating.” Bailey was 
concerned that even if they were to be able to get their General Education Degree (GED) 
in the future that could be considered a success. Bailey informed the researcher that she 
would hate to see the majority of her student drop out or go to jail because the boys in her 
current class have potential and she hopes that the “light will go on” so they will not fall 
through the cracks. Bailey's anxiety was evident when she stated that “my biggest fear is 
that without having a foundation in reading and understanding comprehension or all of 
the stuff that they’re not going to be prepared for middle school, high school and beyond 
and that is where the problems start.” 
Harper thoughts of the future was cautious: “my first thought is if they don’t get it 
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in elementary as soon as they get to middle school they’re going to drown. The gap is go-
ing to get wider, and they’re going to get in frustration mode and kind of go downhill 
from there.” Although never having taught middle school, Harper too was hopeful for a 
paradigm shift but not within the system but with the boys themselves; it’s a turning point 
and maybe even a reality check for some young boys because it becomes the point when 
they realize they are academically lost.  
Change in the Approach to the RGG  
The final theme for S2-P3 is change in the approach to the RGG, and it highlights 
the implications the teachers within this study plan to implement for the upcoming year. 
Based on feedback from the teachers interviewed, interest seemed to be the common de-
nominator for next school year. Harper’s plans for change was to find items that are more 
of interest for the students for reading and to implement more peer or buddy system op-
portunities in which the struggling student is paired with students on a higher reading 
level. Harper would also like to investigate the possibility of looking into implementing 
more activities geared at building fluency through strategies such as popcorn reading and 
choral reading activities. 
Stacey expressed that “each year I try to reflect and do something different that I 
didn’t do the year before in areas like reading.” Like Harper, Stacey is also appealing to 
the good senses of teachers to do what they can to create a learning environment built on 
student’s interest, which is a crucial component to narrowing the reading gender gap. 
Stacey also informed the researcher of her impassionate plea to help boys: “I try to hear 
their interest more because I think that’s pretty important when it comes to the gap be-
tween students, in general, having things that interest them in reading.” 
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Jordan informed the researcher that her change is a direct result of her being more 
knowledgeable of the existence of the reading gender gap.  As a result, she is more likely 
to “pay more attention to pinpointing why they’re not successful in reading.” Jordan 
plans to differentiate more to determine the need of the student by asking questions like 
“do they need to move more? Is it too many people around them and causing them to get 
off task”?  Overall, Jordan's goals to implement change is to be more mindful of what 
each of her struggling boys needs.” Jordan's intent is not to allow her boys to fall let her 
boys fall through the cracks just because they are labeled as “typical struggling readers.”  
Kem agreed with Bailey that the best way going forward to closing the gap is to 
instill self-value as self-worth, so the students are self-motivated to receive the interven-
tions. Kem gave the undertaking that “I’m going to definitely push that next year that 
they find that self-motivation and take ownership.” Kem further implied that teachers 
plan with the end in mind, but they have to teach the students to also plan with the end in 
mind.  
Bailey was somewhat on the same page as Kem; if she had an option, her change 
would be the curriculum because she feels there is “too much placed on the kids and the 
teachers.”   
Adrian and Logan like some of the other participants consider that a focus on stu-
dent’s interest is essential to making an impact on the reading gender gap. Adrian be-
lieves that making an impact on his library can make a minor step toward change in the 
right direction: “I like to put books in my library about soccer and books that interest 
boys, in particular, to bridge that gap.”  
Logan was also in agreement that building on interest is an essential element for 
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teachers to build relationships with the students. Based on past experiences, Logan 
opined that when students have a choice and teachers “build on the student interest by 
finding books they like and not was just always reading out of textbooks, they are more 
likely to be on task.” Logan indicated that “you kind of have to get them on your side and 
they listen to you. If you don't do that, at the get-go, you're going to lose them, you have 
to have that balance, and then you can be real with them.” Next year, Logan plans to pay 
more attention to the gender gap and try to pay more attention in pinpointing why her 
boys are not successful in reading.  
Chapter Summary 
Chapter 4 presented the findings of the phenomenological interviews conducted to 
gain an understanding of the essence of the lived experiences of elementary school teach-
ers on the reading gender gap from their past and present classes. These findings included 
an analysis of semi-structured interviews with seven participants. Excerpts from the inter-
views were provided to share the participant’s perspectives in their own words. The find-
ings were structured using the past, present, and future temporality, which resulted in an 
analysis of the eight overarching themes and two subthemes that provided a comprehen-
sive response to the central research questions that guided the study. The next and final 
chapter presents a discussion of the research findings and their relationship to previous 
research. It summarizes the findings further, draws conclusions based on the data, and in-
cludes implications for the future. 
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Chapter 5: Discussion 
Overview of Discussion 
The preceding chapters constituted an inquiry into the lived experiences of the 
reading gender gap (RGG) between boys and girls from the perspective of the elementary 
school teacher. The aim of this phenomenological study was to gain the lived experiences 
of third-, fourth-, and fifth-grade elementary school teachers’ lived experiences derived 
from a temporality of their past, present, and future lifeworld existentials. This chapter 
includes discussion and interpretation of the findings in the context of the existing litera-
ture on the RGG and how it related to the lifeworld of the teachers interviewed. These 
findings are interpreted in the order in which they were presented in the previous chapter. 
In addition, implications of the findings, the relevance of the study, and the recommenda-
tions for future research and limitations will also be presented. 
Meanings and Understandings  
Readings from the literature suggested that boys are less engaged in literacy learn-
ing than girls (Lam et al., 2012; Senn, 2012; Vantieghem et al., 2014) and it confirms that 
the RGG is a global issue (Bozack, 2011; Conlin, 2003; Gambell & Hunter, 2000; 
Legewie & DiPrete, 2012). The underlying problem presented in this study was that ele-
mentary school age boys were falling behind in reading when compared to girls. National 
and international data (i.e. PIRLS, PISA, NAEP) consistently have indicated that there is 
a notable difference in reading achievement between genders (Cappon, 2011; Haupt & 
Clark, 2003; Loveless, 2015). Conlin (2003) stated that from the start of school, the aver-
age boy is developmentally two years behind the average girl in reading. Additionally, 
boys comprise 70% of the special education classes and are five times more likely to be 
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diagnosed as being hyperactive (Conlin, 2003).  
Data (i.e. the Nation’s report card and the National Literacy Trust) depict the gen-
der gap in reading only widens as boys and girls progress through school (Clark & Burke, 
2012, Gill, 2005; Parsons, 2004; Robinson & Lubienski, 2011). The Manhattan Institute 
study reported graduation statistics showing only 65% of boys in the high school class of 
2003 earned diplomas, compared to 72% of girls (Greene & Winters, 2006). Data from 
NCES (2014), revealed in the United States during the 2010-2011 school year, 77% of 
boys graduated from high school compared to 84% of girls and during the 2011-2012 
school year, 78% of boys graduated from high school compared to 85% of girls, a seven 
percentage point difference between the two consecutive years. The results were con-
sistent for all 50 states, the District of Columbia, and the U.S. Territories of Puerto Rico 
and the U.S. Virgin Islands. In the state of Florida, the average difference in graduation 
rate favoring girls was 8.5% for the two consecutive school years. Nonetheless, some re-
searchers believe that the RGG does not constitute a crisis because the gap is not signifi-
cant (Corbett, Hill, & St Rose, 2008; Curcio, 2015; Mead, 2006). The PISA 2009 data re-
vealed that the reading gender gap cuts across all racial and ethnic groups (OECD, 2010). 
Some of the participants in this study felt that elementary school boys have time to make 
up the deficiencies throughout the course of the educational journey with the appropriate 
interventions.  
The PIRLS (2016) defined reading literacy as “the ability to understand and use 
those written language forms required by society and/or valued by the individual. Read-
ers can construct meaning from texts in a variety of forms” (Mullis et al., 2012, p. 2). If 
one relied on this definition, readers use their reading skills not only to learn but to access 
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their community, including schools, and day-to-day activities. Participants in this re-
search study reported that the reading gender gap goes beyond the classroom and it is a 
societal issue due to a culture in which the mentality of boys will be boys is acceptable.  
In this chapter, the researcher interpreted the lived experiences of elementary school 
teachers on the RGG to the research questions guiding this study and the relevant empiri-
cal literature. 
Summary of the Findings  
 This study began with the overarching research question: What meaning do ele-
mentary school teachers ascribe to the RGG among boys in the past, present, and future 
at a Central Florida school district? The analysis of this central research question con-
sisted of three subquestions that were utilized to guide the research. This section outlines 
the findings of this study by providing an interpretation of the data as presented by the 
three research questions in context with the existing literature related to the study.  
The lifeworld existentials served as a secondary lens to the meaning and under-
standing of the lived experiences of the teachers interviewed (van Manen, 1997). The 
analysis of the lifeworld of the seven participants captured the lived experiences of the 
participants with the RGG from their perspective. The results of this study support the 
findings of the literature review presented in Chapter 2. Based on the results of the litera-
ture review, there was not a definite cause to the RGG. Reading from literature suggested 
that the RGG was a result of a variety of factors such as biological, developmental, and 
educational factors that affect student achievement in school (Gong et al., 2011; Lenroot 
& Giedd, 2010; Logan & Johnston, 2010; McIntosh et al., 2012). Other factors such as 
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the socioeconomic status and geographical location were also considered to have a poten-
tial effect on the educational performance and participation among specific groups of 
both boys and girls (Betrand & Pan, 2011; DiPrete & Jennings, 2012; Legewie & Di-
Prete, 2012). Other literature reviewed provided evidence that associated the cause of the 
reading gap to gender factors such as the societal mindset that boys will be boys, more 
commonly referenced as the boy code (Kimmel, 2010; Wolter et al., 2015) or the gender 
of the educator, which directly correlated to the lack of male teachers in elementary 
schools (Cornwell et al., 2013; Legewie & DiPrete, 2012). 
Interpretation of Findings for Research Question 1   
What were the past lived experiences of elementary school teachers dealing with 
the RGG among boys? This research question yielded two themes: awareness of the RGG 
and interventions. Of the seven participants interviewed, five were aware of the RGG and 
two required research to determine the exact meaning of the terminology used for solici-
tation. The third-grade teacher, Participant Jordan stated that she was unaware of the 
RGG until she was approached to participate in the study, which triggered her curiosity to 
research the topic to gain a greater understanding of what was meant by the term reading 
gender gap. Although Participant Jordan was aware that her boys were falling behind her 
girls in reading, she was not aware of why or had no inclination of the RGG due to the 
lack of awareness of the term RGG. Wiens (2005) revealed that “two decades ago, 
schools were raising awareness of educational practices in this country biased against 
girls. Today it seems that girls are winning the race and the gender gap” (p. 11).  
Former President Obama and then Secretary of Education Duncan implemented 
the educational initiative Florida’s Race to the Top (RTTT) Grant as part of the 2009 
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American Recovery and Reinvestment Stimulus Act. This grant replaced the NCLB act 
in many states that opted to implement provisions of the grant to receive RTTT federal 
funding (Rose, 2014) and it aimed to reform low-performing schools to get students col-
lege and career ready. RTTT identified four goals for student achievement, three of 
which directly relate to Florida’s literacy issues. However, none of the goals focused on 
the RGG that was represented in Florida’s annual assessment data: 
• Cut the achievement gap in half on the National Assessment of Educational 
Progress (NAEP) by 2015. 
• Increase the percentage of students scoring at or above proficient on NAEP by 
2015 to or above the performance level of the highest-performing states. 
• Reduce the percentage of students scoring non-proficient on statewide assess-
ments in half by 2017 (FLDOE, 2013, pg. 9). 
The progress notes of the RTTT grant document the increase in the PIRLS aver-
age scale score for fourth graders in 2011, which is higher than the U.S. average of 556 
and the PIRLS average of 500. The fourth graders in Florida who were assessed on the 
reading PIRLS scored the second highest behind Hong Kong among the 53 participating 
education systems assessed (FLDOE, 2013). Yet, the girls still outperformed the boys in 
the state by 15 points. The average scale score for girls was 576; whereas the average 
scale score for boys was 561 (Mullis et al., 2012). 
 Over the past 25 years, a concern for girls brought awareness to gender bias that 
favored boys; this caused research, programs, and interventions aimed for girls to succeed 
(King & Winthrop, 2015; Weins, 2005). Twenty years later, the roles are reversed, and 
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boys are in need of interventions. During interviews, the participants in this study indi-
cated a common intervention was small groups, which is a district recommendation for 
elementary school. Teachers are expected to have small rotational groups, which includes 
mandatory minimum minutes (i.e. 45 minutes) requirements for intervention programs 
such as iready. Participant Bailey spoke about the requirement for intervention groups; 
however, she states that the instruction has to be based on the need of the student. Partici-
pants Harper, Stacey, Adrian, and Logan stated that in addition to the needs of the stu-
dents, it is important to target the student’s interest. Dewey (1913) stated that to gain an 
individual interest, the educator must first gain the student’s attention.  
Interpretation of Findings for Research Question 2  
 What are the present lived experiences of elementary school teachers dealing with 
the RGG among boys? Four themes arose from Research Question 2: causes of the RGG, 
the students’ academic performance, building relationships with boys, and RGG con-
cerns. Various theories ranging from biological characteristics to the feminization of the 
educational culture were proposed as potential causes of the RGG (Bertrand & Pan, 2011; 
Cornwell et al., 2013; DiPrete & Jennings, 2012; Kimmel, 2010; Lenroot & Giedd, 2010; 
Logan & Johnston, 2010; McIntosh et al., 2012); yet, there is no concrete evidence to 
substantiate a definite cause (Driessen & Langen, 2013). The findings of this study align 
with the literature and suggests that there is no consensus on the underlining cause of the 
RGG. In the elementary classroom, the vast majority of the teachers are female (Inger-
soll, Merrill, & Stuckey, 2014). Adrian, a third-grade male teacher/participant believed 
that the cause is associated with the lack of male role models or father figures in the life 
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of the student, which extends to the school environment. All of the participants inter-
viewed believed that the lack of male teachers in the elementary setting was of concern. 
Most of the teachers could only recall two or three male classroom teachers at their 
school. Participant Stacey, however, believed that the cause is more widespread because 
as a society it is acceptable for girls to read and boys not to read. This belief aligns with 
the results of a study conducted across the United States, the United Kingdom, and Can-
ada that revealed that parent of children born in the new millennium spent an estimated 
500 hours more of literacy activities with their daughters over sons during the time lead-
ing up to their primary years of life (Baker & Milligan, 2013). Boys are expected to ex-
hibit boyish behavior such as being active by playing sports or engaging in similar activi-
ties. In various cultures, boys’ reading for pleasure could be frowned upon or considered 
uncool by peers because stereotypical behaviors suggests that reading is for girls (Artola, 
Sastre, Gratacós, & Barraca, 2013; Wolter et al., 2015). Boys associate reading books 
with their mother rather than their father because that is primarily who they tend to see 
reading in school and at home (Cleveland, 2011). It is said that girls are more likely to 
imitate the same gendered models (i.e., girls will imitate their mother or older sister), and 
boys will imitate their fathers or older brothers (Baron, Schmader, Cvencek, & Meltzoff, 
2014; Bussey & Bandura, 1984; McLeod, 2011). Clark and Burke (2012) conducted a 
study with 200 participants of which feedback from boy participants of a study indicated 
that reading was uncool and stressful.   
The teacher-student relationship is of importance to each of the participants inter-
viewed. The lived relational that each of the teachers spoke of was positive and the need 
to build positive student relationship was a high priority. In Wolter’s et al. (2015) the 
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gender stereotype study, conducted on the impact teachers have on the traditional gender 
role attitudes of boys' reading related to motivation and skill concluded that a teacher’s 
gender role attitude could have a long term effect on boys reading development in as 
early as preschool. The findings of this gender stereotype study suggested that boys with 
teachers who demonstrated reading as gendered or endorsed gender stereotypes (reading 
is for girls) encouraged boys who were less motivated to read, which had a direct effect 
on skill development. The relationship that teachers build with students is one of im-
portance (Marzano, 2003; Prior, 2014). The teacher evaluation tool used by the district of 
the participants interviewed rates teachers on the element of building student relation-
ships. Design Question 8 of the Marzano instructional framework asks: What will I do to 
establish and maintain effective relationships with students? Teachers are to plan lessons 
with each of the 10 design questions in mind. They are expected to understand student in-
terest and backgrounds, use verbal and nonverbal cues to indicate affection for students, 
and to display objectivity and control (Marzano Center, 2013). Although each of these el-
ements may not be rated in every observation, it is critical that teachers are utilizing in-
structional strategies within each of the various elements to increase student achievement. 
Marzano (2003) declared that students’ desire to know that their teacher cares about 
them. If students feel rejected or not liked, they are more likely to disconnect from the 
teacher and the classroom. This could potentially affect the student’s achievement where 
a student might be less likely to ask questions when he or she does not understand the 
content. According to Tomlinson & Kalbeisch (1998) students are less probable to learn 
or perform to their maximum potential academically when they feel unaccepted, intimi-
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dated or unsafe. Marzano and Marzano (2003) agreed that the teacher-student relation-
ship should not be left to chance because these relationships are the foundation for stu-
dent achievement. One of the best ways to build relationships is for the teacher to deter-
mine a common ground by identifying the student’s interest. Building teacher-student re-
lationships allow the teachers to get to know the student, which in turn, increases the abil-
ity to teach them in the classroom. Sizer (1999) admitted that “we cannot teach students 
well if we do not know them well” (p. 9). The teachers interviewed shared a similar con-
cern for the students in their previous and current classes. 
Reading is a foundational life skill (Cooper et al., 2014; Duke & Block, 2012; 
Wolter et al., 2015) that all students need to acquire. Finley (2011) and Ricks (2013) as-
sert that boys who fail in reading are more likely to be retained or drop out of school. 
The findings of this study suggested that the RGG has an effect on the academic perfor-
mance of students in the classroom. Participant Harper opined that the academic perfor-
mance related to the RGG in her classroom is below grade level in both reading and math 
because when students have complications in reading, it affects their progress in other 
content. Local, national, and international data provide evidence of the academic perfor-
mance of students around the globe (Mullis et al., 2012; OECD, 2010, NCES, 2015b). 
The relationship between reading ability and academic performance goes beyond an indi-
vidual issue; it is a societal issue that requires action (Cimmiyotti, 2013; Leu et al., 2015).  
 National and international data show that girls have consistently outperformed 
boys in reading for decades (Loveless, 2015; Mullis et al., 2012, NCES, 2015b; OECD, 
2010; 2012). Loveless (2015) suggested that the reading gap shown in elementary can be 
made up when the students become adults, which is considered to fade by at least age 25. 
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However, research shows that more women than men are enrolling and completing 
higher education in both high income and low income countries (Becker, Hubbard, 
& Murphy, 2010). NCES’s (n.d.) Fast Facts identified that for the 2012-2013 academic 
school year across all racial and ethnic groups, there were more undergraduate degrees 
and certificates conferred for females than males. According to Conlin (2003), by the 
year 2020, the college gap ratio of men to women bachelor degrees will be 100:156.  
 The findings in this study are consistent with that data reflecting girls outperform-
ing boys. Participants Bailey, Logan, Stacey, Jordan, and Kem expressed that their great-
est concern for the young boys in previous and current class is that the gap in reading will 
widen to a point they may not be able to catch up. The ultimate result being the student 
has to take remediation classes or worse the student drops out of school because he is so 
far behind. Kindergarten through eighth-grade national longitudinal data suggest that the 
gap does not narrow (Robinson & Lubienski, 2011).  
Interpretation of Findings for Research Question 3  
What will be the future lived experiences of elementary school teachers dealing 
with the RGG among boys? The final research question in this study addresses the fol-
lowing three themes: resolutions to the RGG, the future of boys, and change in the ap-
proach to the RGG. The United States is not in isolation with the existing reading gap be-
tween girls’ and boys’ literacy proficiency. Data from the PISA and PIRLS provide inter-
national evidence of the global phenomenon of the RGG. In response to this trend, coun-
tries like Canada, Australia, Ireland, Germany, and Great Britain have initiated efforts 
with national, publicly-funded programs to target the phenomenon of boys’ underperfor-
mance to girls in reading. However, the United States has not joined in on this trend to 
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create programs specifically targeted to the gender-based reading achievement gap 
(Brozo et al., 2014; Estyn, 2008; Finley, 2011). 
During the interviews, the participants agreed that building on the student’s inter-
est could be a potential solution to the current RGG. Participant Logan, maintained that 
the teachers have to get the students involved by conducting interest surveys (i.e., book 
tasting) because the students do not always know their interest. When teaching a gifted 
program for all boys, Participant Logan found that the boys were reluctant readers and 
they did not want to engage with any sort of readers especially fiction. They were more 
likely to read if it was from a magazine like Sports Illustrated or something of a nonfic-
tion nature. Estyn (2008) makes the claim that boys tend to do better when they are pro-
vided nonfiction reading material with graphic and pictorial representation. Based on a 
study conducted by Artola et al. (2013), in addition to nonfiction (i.e., instructional manu-
als, animals, experiments, records or sports), boys seem to find interest in comic books, 
adventures with fantasy tales on villains and evil characters, and sports magazines be-
cause they relate to their interest outside the school. In contrast to girls, boys are less en-
gaged in fiction (i.e., fairy tales, romance, school text) and boys comprehend less when 
reading fiction because of the lack of interest in the content. Participant Kem reverberated 
that teachers should interact with the students to determine what interest them and will 
motivate them to build themselves up. Loveless (2015) confirms students’ interest as a 
potential solution to the RGG and improving boys’ reading scores. Teachers have a reper-
toire of tools for teaching and learning, and emphasis should be placed on implementing 
best practices to gain boys’ motivation to read (Guthrie, 2008). In trying to resolve the 
RGG and building positive relationship with boys, teachers should seek to unearth what 
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will motivate their boys to read. 
Participant Bailey understands that the district has state mandates, but she be-
lieved teachers need to teach to mastery and like Participant Logan, she feels the time 
constraints do not allow students ample time to master strategies and content. The rea-
lignment of the curriculum was implemented to compete in a global economy; however, 
it has negatively impacted boys’ interest and motivation (Estyn, 2008). The Marzano 
Center (2013) stated that the lesson has to be fun to appeal to the interest of the student 
for them to learn the content. Priorities must be set to address the literacy needs of boys.  
 Estyn (2008) recommends that in an effort to close the RGG in schools and local 
districts should: 
• devise a coherent whole-school policy for raising boys’ attainment; 
• focus on improving boys’ literacy; 
• find ways to meet pupils’ individual learning needs through tracking their pro-
gress and targeting support where it is most needed; 
• give high priority to literacy programs that improve boys’ literacy skills; 
• ensure schools set targets for raising boys’ attainment; and 
• provide schools with performance data on the relative attainment of boys and 
girls compared with national and benchmarked norms (p. 10). 
Collum (2012) asserted that boys who have a reading problem during elementary school 
are affected in secondary education, which potentially affects their ability to obtain and 
maintain a job that can support them. As young boys grow and develop into men, there is 
a societal expectation that these men will provide for their family as they assume the role 
of head of household; however, not being armed with the proper skill-set can stymie their 
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potential as productive citizens in society. A longitudinal study, conducted by the Na-
tional Endowment of Arts (2007) indicated that proficient readers, individuals whose 
reading and comprehension is above average, are 2.5 times more likely to earn $850 or 
more a week in comparison to those who only have average reading and comprehension 
skills.  
Students who fail to complete high school have an average income of $20,241, 
which is more than $10,000 less than the average high school graduate and approximately 
$15,000 less than a person with a bachelor’s degree (Breslow, 2012). This affects their 
future in a drastic way and could potentially have lasting effects. Participant Adrian of-
fered a resolution for a paradigm shift in the future of boys and that is to infuse mentoring 
and positive male role models. McKee (2014) concurred that reading male role models 
are important for closing the RGG and breaking the stereotypes associated with the term 
the boy code. In schools where the male teaching staff is limited, Participant Adrian rec-
ommended bringing males into the school as reading role models to promote masculinity 
in reading. 
Each of the participants identified that changes should be made on their students’ 
behalf in an effort to close the RGG in their classrooms. In providing their lived experi-
ences from the past, present, and for the future, the participants in this study were able to 
provide implications for their classroom, the district, and even the state level.  
Implications of Findings 
The findings of this study can serve as a resource for the classroom teacher, 
school administrators, local districts or district level administrators, and educational poli-
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cymakers. Providing relevant professional development that teachers can utilize to en-
hance their practice could be a challenge but is achievable with teachers dedicated to the 
RGG cause (Feiman-Nemser, 2012). This study could be used as a guide to educators at 
various leadership levels for professional growth and to guide decisions related to student 
achievement.  
Classroom teacher. The academic expectations for students in the 21st century 
are greater than ever as teachers are expected to provide increased rigor built throughout 
their lessons. There is not a one-size-fit-all resolution to the RGG. During interviews with 
the participants it was emphasized by the majority of the participants that it is important 
to build relationships with the students and also build on their interests. According to 
Tomlinson (2015), students are very diverse and these diversities come in variations such 
as interest, family culture and circumstances, and levels of maturity. These variables of-
ten affect a student’s learning capability and it affects each student differently. Conse-
quently, teachers must provide instruction based on the students need. Differentiated in-
struction is based on best practices of the profession in which teachers utilized strategies 
that are purposefully implemented based on the need of the student in an effort to maxim-
ize an individual student’s learning capacity (Heacox, 2002; Tomlinson, 2015). When 
teachers build on a student’s interest, it is said to hook the learner, which could poten-
tially increase the students' motivation to learn. Teachers must look for opportunities or 
cracks that enable them to move beyond the district mandates to engage the students in 
academics (Tomlinson & Edison, 2003). When differentiating instruction to build upon a 
student’s interest, teachers must link the instructional material, based on the content, to 
topics that intrigue the student (Tomlinson, 2001). Professional development is critical to 
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the success of teaching and learning. This study provides the classroom teacher relevant 
information collected from their colleagues on the RGG that could be utilized to guide 
their instructional practice.  
School administrator. The results of this study can be used to create a beneficial 
training program to provide awareness of the RGG. Boys are expected to be educated in 
the same or similar fashion as girls. Based on the data collected during the interviewing 
process with the participants, the boys and girls in their class processes information dif-
ferently. In most cases, the teachers reported that they had constraints placed on them by 
the mandates from the school district. Therefore, the increased awareness of the RGG at 
the local school administrator level would provide the support classroom teachers need to 
be a voice in advocating for the flexibility needed to provide differentiated instruction 
with built in rigor to meet the individualized need of the students. The classroom teachers 
should garner the support of the administrator to ensure that their quest to build academic 
capacity in the students is not hindered by compliance with district or state mandates.  
Each of the participants interviewed shared the importance of building relation-
ships with students in the classroom. In addition, the participants shared a concern that 
boys were only interacting with male teachers as coaches in the elementary setting. It was 
even suggested that the boys may not see teaching as a potential career path since it is not 
the norm in their educational setting. This has direct implications for reading and the gen-
der gap because elementary school boys are not connecting the PE coaches as readers or 
teachers of academics. One participant, Stacy, spoke of a collaborative effort at her 
school to increase reading on campus whereby all teachers, including the PE coaches 
were part of this schoolwide project. Based on Stacey’s recollection, the implications 
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among young boys in the school was positive. The boys in the school wanted to join the 
reading challenge because they could connect with the PE coach as someone who looked 
like them. Ehrenworth, Minor, Federman, Jennings, Messer, and McCloud (2015), con-
tended that reading is enhanced when core academic teachers collaborate with coaches: 
“It is about working to build bonds so teachers can see all of a student, and a school can 
see all of its teachers” (p. 20). Ehrenworth et al. (2015) further specified that greatness re-
quires a system of all, which means that teachers cannot decrease the RGG without the 
support of the school administration and/or the district. Increasing student achievement 
and overcoming the gap requires a systematic approach that is disseminated with a plan 
and a purpose and it is differentiated based on the academic need of the student.  
Local district. A critical component of the leadership’s vision as part of the re-
search site's district’s 5-point strategic plan is to provide a clear focus on the student’s 
achievement by decreasing or eliminating the academic achievement gap between sub-
groups. Based on data pulled from the district, there is an apparent achievement gap in 
reading between boys and girls within this district and Florida. However, the subgroups 
targeted do not include gender. Therefore, a practical implication would be for the district 
level administrators to, first, add gender as a targeted subgroup geared to diminishing the 
gap that currently exists. Second, increase awareness within the district on the RGG and 
provide training to increase competence in this area. Third, as per the literature review, 
one of the factors associated with the cause of the RGG is the lack of male teachers 
within the elementary educational environment. This is an element that could be within 
the control of the local school administration. The potential implication would be to re-
cruit, hire, and retain qualified male teachers for the elementary grade levels to allow the 
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students within this environment an opportunity to connect academically with someone 
who looks more like them.  
Educational policymakers. The provisions set by the NCLB act are geared to de-
crease the achievement gap between genders with an emphasis that was placed on single 
sex schools. Yet, there remains an achievement gap in reading between genders. This 
study can be used by policymakers as a resource to start a conversation on the RGG, its 
current status, and what future effects it could have on the global society. Reading is a 
fundamental skill that students learn in early elementary school teaching. As the student 
grows and progresses throughout school, it is expected that their reading ability level is 
also progressing, to ensure that they are at or above grade level in reading. Policymakers 
must rely on information from those in the classroom, such as the elementary teachers in 
this study who provided their lived experiences on the RGG. The Center on Education 
Policy confirmed that girls are outperforming boys in all 50 states (Chudowsky & Chud-
owsky, 2010) and this data can then be used to fund programs targeting the achievement 
gap that exists between genders in reading.  
Theoretical Relevance 
Dewey’s theory of experience. The first principle of experience is continuity, and it 
states that experience affects humans. The principle of interaction extends the principle of 
continuity and explains how experience is created based on past and present familiarities. 
In this study, the experience boys had with reading was important in their motivation to 
read. The participants had a concern that culturally it is acceptable for girls to read and 
boys to play sports. In some cases, this is encouraged and boys experience a culture that 
affects how they react to reading. They are not motivated because reading is perceived as 
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unmasculine by those they interact with. Dewey (1997) suggested that educators should 
take into account a student’s past experience when designing instruction or subject matter 
to fulfill the student’s potential. Classroom teachers should grasp the importance of 
Dewey’s premise that all genuine education is derived from experience. In order to create 
a positive experience, teachers must ensure that boys are motivated to read. The partici-
pants in this study, discussed the importance of building on student interest and they have 
attempted to build positive teacher-student relationships with the students to promote de-
sirable experiences, which will in turn influence a positive future experience. The ulti-
mate goal is that “every experience lives on in future experiences” (Dewey, 1997, p. 27). 
Bruner’s learning theory. Similar to Dewey (1997), theory of experience, 
Bruner’s (1966) learning theory suggest that learning is built upon past learning experi-
ences. He referenced past experiences as intrinsic motives for learning. In this case, the 
motive is not dependent upon the reward connected to the activity. Bruner (1966) wrote 
“in the process of teaching a skill the parent or teacher passes on much more. The teacher 
imparts attitudes toward a subject and, indeed, attitudes toward learning itself” (p. 123). 
According to Baron et al. (2014), children imitate their same-gendered parent. Parents are 
considered the first teachers of their children (Cordry, & Wilson, 2004) and the attitudes 
they instill towards gendered activities could potentially affect how boys view the activity 
(i.e., reading) (McLeod, 2011). Participant Stacey reported that females reading encour-
ages females because students typically emulate those that resemble them. Participants 
Logan and Adrian discussed how the love of reading has to pass from parents to children. 
During the interview, participants Logan and Adrian elaborated on the trends that have 
seen in past and present classes where students from a family that reading is not practiced 
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in the home required interventions or additional support at school in the area of reading. 
Both participants Logan and Adrian feared that when parents do not consider the im-
portance of boys reading, it is reciprocated to the student, in essence, creating a cycle of 
boys who are less motivated than girls to read. Bruner (1938) believed teachers should 
seek to motivate students by providing materials and activities that peak the student inter-
est to achieve growth. All seven participants understood that interest was a major compo-
nent in the effort to close the reading gender gap. Participant Adrian indicated that he 
tried to build his library based on student interest. Participants Jordan and Logan recalled 
that boy’s interest was somewhat different from that of girls; whereas, Participants Stacey 
and Harper spoke of bringing fun into reading either by books of interest (i.e., sports) or 
appealing to their sense of competitiveness by engaging them in friendly competition. 
Each of the seven participants recognized that interest is an important motivator in gain-
ing and maintaining the attention of elementary school age boys. 
Vygotsky’s zone of proximal development. Vygotsky (1978) defines the ZPD as 
“the distance between the actual development level… and the level of potential develop-
ment… under adult guidance or in collaboration with more capable peers” (p. 86). The 
ZPD is the process of maturation a child goes through, and learning should correspond 
with the developmental level of the child. The zone of proximal development is a result 
of the developmental process lagging behind that of the learning process. Participant Bai-
ley described that boys are being required to do more than she feels they are academically 
ready to complete. Participant Bailey contributed the reading gender gap to the mandates 
from the district and state requiring elementary school teachers to provide more rigorous 
instruction that some students are not ready to receive. Participant Jordan discussed the 
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difference she noticed with the maturity level of the boys in her classroom, she catego-
rized them as energetic, squirrely, and often needed redirection to remain on task for five 
minutes. However, she also considered it as typical boyish behavior. Although the girls 
and boys within the study are of the same actual age (i.e., chronological age of a child), 
some are not of the same mental development age (i.e., the age group a child can perform 
a series of the task with increasing level of difficulty) (Vygotsky, 1978). Participant Jor-
dan observed that she was providing the extra support and interventions to more of the 
boys in her class, while Participant Bailey detected that the majority of her students con-
sidered low achievers were boys. Participant Harper perceived that her girls seemed to 
catch on to content faster and were more fluent in reading than her boys. Throughout the 
study, the participants reported lived experiences of ZPD in which the developmental 
process of boys reading lagging behind that of the learning process of their female peers.  
Moss and Brookhart, the theory of action to build capacity. Theory of action 
is designed to build capacity and use research-based strategies to increase effective teach-
ing. An emphasis is placed on the foundational elements of teaching and learning such as 
educational content knowledge, classroom management, and understanding of the social 
and economic background of students (Core Education, 2011). Participant Kem believed 
that a cause of the reading gender gap could be contributed to teacher competency or 
knowledge of educating the diverse students that may exist in their classroom. Motivation 
is a critical component in building capacity in students with an intended outcome to close 
the gaps in student learning. Participants in this study believed that building student rela-
tionships are a potential opener to closing the reading gender gap that currently exists by 
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surveying student interest to motivate the student to read. Within the study’s setting, in-
tervention programs (iready) were put in place as district mandates to use research-based 
strategies for teaching and learning. These programs are designed to build capacity in 
both the student and the teacher by providing the student with an individualized academic 
plan and providing the teacher with student data to use for instructional decisions. 
Significance of the Study  
The finding of this study supported claims of girls outperforming boys in reading 
and has brought a focus on the reading achievement disparities between the genders 
(Brozo, 2010). The significance of the RGG resulted in a lawsuit being filed in 2006 in 
Milton, Massachusetts, alleging a civil rights violation against a suburban school for dis-
criminating against the boys in the school because they were underperforming in compar-
ison to the girls within the school (Jan, 2006). Throughout the years the percentage of 
boys scoring as proficient in reading is not meeting the percentage of girls scoring profi-
cient. The Florida Standards Assessment (FSA) provides an analysis of student reading 
proficiency in districts throughout the state was first administered in spring 2015 replac-
ing the FCAT 2.0. This assessment measured the academic achievement of students in 
Florida’s public school to determine their mastery in the subject areas such as English 
Language Arts (FLDOE, 2016). Based on the 2015-2016 accountability report from the 
FLDOE, 56% of the girls at the district level scored satisfactorily at or above on the ELA 
FSA; whereas only 47% of the boys scored satisfactory or above. This was consistent at 
the state level with 57% of the girls scored satisfactory or better and 47% of the boys 
scored satisfactory or better. Students at these levels demonstrated a skill that indicate 
they are at a satisfactory level, above satisfactory level, or mastery level of success with 
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the ELA Florida Standards (FLDOE, n.d.a).  
According to data from the NCES, the 2015 Nation’s Report Card remains un-
changed for fourth-grade students in the area of reading for all subgroups including gen-
der. Additionally, the report revealed that eighth grade students’ overall reading results 
dropped for all subgroups, including gender (NCES, 2015b). Based on this data, the prob-
lem of boys lagging behind girls in the area of reading remains an issue. This is not a new 
issue; the Nation’s report card revealed that since the implementation of the national as-
sessment in 1992, fourth- and eighth-grade girls have scored higher on the assessment 
than fourth- and-eighth grade boys. The PISA assesses approximately 500,000 15-year- 
olds in science, reading, and math every three years in an effort to evaluate the educa-
tional systems around the world (OECD, 2010). The focus of the triennial survey rotates 
the subject area of emphasis. Reading was the focus during the 2009 survey, and the re-
sults around the globe aligned with those found in the Nation’s Report Card—that girls 
were outperforming boys across the world in reading. During the 2015 PISA, the focus 
was on science, yet reading results were aggregated to provide data on the subgroups 
such as gender. The OECD Family Database (2016) reported on the PISA results: 
Across all OECD countries, girls performed significantly better than boys in read-
ing in 2015. The size of the gender difference varies between countries – in Fin-
land, Slovenia, Latvia, Iceland, Korea, for example, the female mean score in 
reading was over 40 points higher than the male mean score, while in Japan, Ire-
land, and Chile the difference was less than 15 points. But in most OECD coun-
tries the gender difference was at least 20 points, with the OECD average gender 
difference 27 points (p. 2). 
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Data from the elementary, middle, and high school level show consistent results 
that indicate a RGG exists (NCES, 2015b; OECD Family Database, 2016). This infor-
mation is relevant to the significance of this study. Although there is evidence that the 
RGG exists at the primary and secondary level, there is very little awareness of the RGG 
in the research site’s district. During the interview portion of the study, there were some 
participants who were not aware of the meaning of the RGG. This study provided the 
awareness to encourage participants to be open-minded to the idea that boys and girls 
could potentially learn differently and could potentially require differentiated strategies.  
Recommendations for Future Research 
Research is necessary to guide educators to gain a deeper understanding of the 
impact of the RGG. The significance of the findings found in this phenomenological 
study aligned with previous research outcomes. The data confirm that the RGG is a 
global issue (Bozack, 2011; Legewie & DiPrete, 2012) and increased awareness is essen-
tial to diminishing the gap. The RGG can have a lasting effect on education at the local, 
state, national, and global level. The data are available at each of these levels, but they 
would need to be utilized to make instructional decisions to increase reading achievement 
among boys. 
This study could potentially extend to address concerns expressed by the partici-
pants during the interview process. Based on responses from the participants interest is a 
major component in increasing reading among boys. Boys are less motivated to read be-
cause they may find the genre of reading material selected by the teacher not captivating 
and unable to hold their attention. Therefore, the future research could survey student in-
terest (i.e. collaborating with the media specialist within the school or public library) to 
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track the genre of books checked out by elementary school boys. The data will provide 
feedback on the gendered reading habits of elementary boys and provide data for instruc-
tional planning.  
Another aspect addressed by the participants interviewed was the lack of reading 
male role models at the elementary level. There are more female teachers at the elemen-
tary level of schooling (National Education Association, 2012). Consequentially, boys are 
accustomed to seeing women in the role of readers and has led to the assumption that 
reading is for girls. Based on lived experiences of the participants in this study, elemen-
tary boys respond positively to reading male role models. Unfortunately, due to a lack of 
presence of male teachers at the elementary level, future research is needed to determine 
the effect reading male role models could potentially have on academic achievement of 
elementary school boys. During the interview process, one of the participants suggested 
that teacher preparation could be a possible cause of the RGG. Therefore, research could 
potentially extend to the effectiveness of teacher preparation programs in educating 
teachers on gender differences in education. This study was limited because it only pro-
vided the lived experience of targeted elementary school teachers. Future research could 
incorporate administrators’ perspectives of the RGG to increase awareness of the leader-
ship level. 
Conclusion   
The purpose of this phenomenological study was to explore the perceptions of el-
ementary school teachers on the RGG. An analysis of responses from the participants af-
firm that a RGG exists in this Central Florida school district. Although the causes of this 
gap vary based on the student; it is agreed that the lack of reading male role models in the 
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presence of boys contributes to the stereotype that reading is feminine. Teachers in this 
study recognize that reading comprehension is a life skill and the gap has to be closed 
during elementary school. If not, society runs the risk of the RGG widening to a point in 
which boys may lose interest in catching up. Based on the findings, academic and social 
implications were discussed with recommendations for current practice. It is recom-
mended that boys are provided opportunities to read more to increase stamina and flu-
ency when reading. Additionally, it is recommended that teachers differentiate instruction 
based on the student’s needs and interest and that teachers continue to build relationships 
with students in an effort to educate the whole child. Awareness of the RGG is a collabo-
rative effort and essential to increasing the reading achievement of elementary school 
boys and transforming them from boys to men.  
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Appendix A 
FCAT: Reading Scores by Gender 
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Percentage of Students Scoring Proficient on the FCAT 2.0 in Reading, by Gender, for 
District and State Students in Grades 3–5, 2011–2014  
Year 
Grade 3 
 
Grade 4 
 
Grade 5 
Girls Boys Diff. Girls Boys Diff. Girls Boys Diff. 
District 
2011 60 51   -8  60 54 -6  61 56 -5 
2012 59 53   -6  65 58 -7  65 58 -7 
2013 62 54   -8  63 58 -5  65 57 -8 
2014 62 51 -11  63 59 -4  65 59 -6 
State 
2011 61 53   -8  62 56 -6  61 56 -5 
2012 60 53   -7  65 59 -6  64 57 -7 
2013 61 53   -8  63 57 -6  64 57 -7 
2014 62 52 -10  64 58 -6  64 58 -6 
Note. FCAT 2.0: reading assessment data by gender for the researcher’s district and the state of Florida. 
Adapted from Florida Department of Education (FLDOE) the latter part of the assessment year. Retrieved 
from http://app1.fldoe.org/FCATDemographics/Default.aspx 
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Percentage of Students Scoring Proficient on the FCAT 2.0 in Reading, by Gender, for 
Students at the District Level in Grades 3–5, 2011–2014  
 
Note: Line graph showing the percentage of students Grades 3–5 in the study district achieving proficiency 
in reading on the FCAT 2.0, by gender and year. Girls are solid lines; boys are dotted lines. The graph 
clearly shows the gender gap in the district. Adapted from Florida Department of Education (FLDOE) the 
latter part of the assessment year. Retrieved from http://app1.fldoe.org/FCATDemographics/Default.aspx 
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Percentage of Students Scoring Proficient on the FCAT 2.0 in Reading, by Gender, for 
Students at the State Level in Grades 3–5, 2011–2014  
 
 
 
Note. Line graph showing the percentage of students Grades 3–5 in the state of Florida achieving 
proficiency in reading on the FCAT 2.0, by gender and year. Girls are solid lines; boys are dotted lines. The 
graph clearly shows the gender gap in the state. Adapted from Florida Department of Education (FLDOE) 
the latter part of the assessment year. Retrieved from http://app1.fldoe.org/FCATDemographics/ 
Default.aspx
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Grade 4 Average Scale Scores in Reading by Gender for 2009, 2011, & 2013  
Year Girls Boys Difference 
2013    
U.S. public schools 224 217 -7 
Florida 231 224 -7 
2011    
U.S. public schools 223 217 -6 
Florida 228 221 -7 
2009    
U.S. public schools 223 216 -7 
Florida 229 223 -6 
Note. Adapted from The nation’s report card: 2015 mathematics and reading assessments, by the National 
Center for Education Statistics, 2015, Retrieved from http://www.nationsreportcard.gov/reading_math_ 
2015/#? grade=4 
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Interview Protocol 
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Interview Script 
Introduction 
Thank you for agreeing to participate in this research study. I am Teleshia Mincey- Jones, 
a doctoral student at Nova Southeastern University engaged in research for the purpose of 
satisfying a requirement for a Doctor of Education degree. 
You were selected as a possible participant in this study because you work as an elemen-
tary school teacher in the Central Florida school district. Your participation is voluntary, 
and you must be age 18 or older to participate. A total of five to 10 elementary school 
teachers will be invited to participate in this study. You will be provided a voluntary con-
sent form to sign for participation in this study. The voluntary consent form will provide 
an overview of the study. 
The title of my applied dissertation is Teachers’ Perspectives: The Reading Gender Gap 
Among Elementary School Boys. The central question to be answered is: What meaning 
do elementary school teachers ascribe to the reading gender gap among boys in the past, 
present, and future at a Central Florida school district? 
The purpose of this study is to explore the gender gap that exists among boys explicitly in 
the area of reading from the perspectives of elementary school teachers’ lived experi-
ences derived from a temporality of their past, present, and future lifeworld existentials. 
Directions  
You will be participating in a minimum of two 1-hour interviews over a two-week pe-
riod, but you may be asked for additional follow-up interviews if necessary. You will be 
asked a series of questions relating to your past and present experiences with the boys’ 
reading gender gap as well as your feelings about the future in respect to the topic. All the 
interviews will be digitally recorded, and notes will be taken. You will be given a pseu-
donym to protect your privacy. The interview protocol is sectioned into two parts. The 
first section will inquire about your demographic information. The second section con-
sists of the interview questions.  
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Section I: Demographic Information 
Teacher ________    School __________ 
Student Characteristics  
1. What is the total number of boys and girls in your class?  
a. Number of boys _____  
b. Number of girls _____    
c. Total   _____    
2. What grade(s) are the students you currently teach?  
 ___K   ___1   ___2 
 ___3   ___4   ___5 
3. Sex 
 __ Female  __ Male 
4. Ethnicity 
 __ White  __ Black or African American  __ Hispanic or Latino descent 
origin  
 __ Asian __ Native Hawaiian or Other Pacific Islander 
 __ American Indian or Alaskan Native 
5. Tenure 
 a. How many years have you worked as a full-time teacher in public and/or 
charter school? ____ 
 b. What are the total number of years you have worked as a teacher at this school 
_____   
6. What is the highest degree you have obtained as of today?  
 __ Bachelors (B.A., B.S., B.E., etc.) 
 __ Master’s degree (M.A., M.A.T., M.B.A., M.Ed., M.S., etc.) 
 __ Education specialist or certification, at least, one year beyond master’s level 
 __ Doctorate or first professional degree (Ph.D., Ed.D.) 
7. Which of the following describes the teaching certificate(s) or endorsement(s)you 
currently hold in the state of Florida?  
__ Temporary certificate  __ Professional certificate 
 ___Reading Endorsement ___Gifted Endorsement ___ESOL endorsement 
8. What subject(s) are you fully certified to teach? Mark (X) for all that apply. 
 __ Elementary grades (K-6)  __ English or language arts 
 __ Special education    __ English language learners 
 __ Other (Please specify______________________________________) 
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Section II: Interview Protocol 
Teacher _____________________    School _________________ 
The Past  
1. What were the past lived experiences of elementary school teachers dealing with 
the reading gender gap among boys?  
1.1 Tell me when in the past did you notice that boys were falling behind girls in read-
ing? How and when did it start? 
1.2 What action did you take back then to alleviate this situation?  
1.3 Did you notice if the reading gender gap got worse or better for boys due to your ac-
tion back in the old days?  
1.4 What student surveys have you been involved with that concerns assessing the read-
ing gender gap at this school or another school in the last 10 years? 
The Present  
2. What are the present lived experiences of elementary school teachers dealing with 
the reading gender gap among boys?  
2.1 What would you attribute to the current reading gender gap among boys? 
2.2 How does the reading gender gap affect the academic performance of boys in your 
class today? 
2.3 What type of relationship do you have with boys in your classroom? 
2.4 What would the boys in your classroom say about you? 
2.5 What worries you the most about boys’ underachievement in reading? 
2.6 What interest surveys on the reading gender gap do you use when selecting books to 
build your class library? 
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2.7 How does the lack of male teachers as role models in the classroom and the over-
whelming influence of female teachers in the classrooms affect boys? 
The Future 
3. What are the future lived experiences of elementary school teachers dealing with 
the reading gender gap among boys?  
3.1 How can elementary school teachers resolve the reading gender gap among boys go-
ing forward? 
3.2 What do you think about the future of your boys as they graduate from elementary 
school and move on to high school? 
3.3 What would you change next school year that will allow boys to be as successful as 
girls in reading? 
3.4 What cultural and economic impact do you think the reading gender gap among boys 
will have on future generations of men? 
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Formative and Summative Committee Invitation to Participate 
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Formative Committee Invitation 
Dear Educator, 
I am in the dissertation phase of doctoral work in Educational Leadership at Nova South-
eastern University’s Fischler College of Education, and I seek your assistance with one 
aspect of this study.  
The title of my applied dissertation is Teachers’ Perspectives: Exploring the Reading 
Gender Gap Among Elementary School Boys 
To gather the data for this qualitative study, I will use an interview protocol that 
measures: reading gender gap among boys. I designed several questions to be included in 
the interview protocol that will be administered to elementary school teachers. As a re-
sult, a formative and a summative committee must validate it. A formative committee is 
an internal committee that helps validates the criteria for the study and the protocol being 
used. I would be obliged if you will be part of my formative committee. 
The time commitment for this formative committee will be to read the 11 questions and 
provide your scientific and scholarly criticism via email on the form provided after re-
viewing the questions on the protocol. No face-to-face meetings are required.  
If you are willing and able to serve on this formal committee, please contact me as 
quickly as possible so I can send you the materials. I can be reached at 
Teleshia@nova.edu for your response as well as any questions or concerns. 
Thank you for considering this request. 
Best Regards, 
  
Teleshia Mincey-Jones 
 
171 
 
 
Summative Committee Invitation 
Dear Educator, 
I am in the dissertation phase of doctoral work in Educational Leadership at Nova South-
eastern University’s Fischler College of Education, and I seek your assistance with one 
aspect of this study.  
The title of my applied dissertation is Teachers’ Perspectives: Exploring the Reading 
Gender Gap Among Elementary School Boys 
To gather the data for this qualitative study, I will use an interview protocol that 
measures: reading gender gap among boys. I designed several questions to be included in 
the interview protocol that will be administered to elementary school teachers. A forma-
tive committee is an internal committee that has already reviewed the protocol, and I now 
need the services of the summative committee that consists of experts external to my in-
stitution to conclude the validation process. I would be obliged if you will be part of my 
summative committee. 
The time commitment for this summative committee will be to read the 11 questions and 
provide your scientific and scholarly criticism via email on the form provided after re-
viewing the questions on the protocol. No face-to-face meetings are required.  
If you are willing and able to serve on this formal committee, please contact me as 
quickly as possible so I can send you the materials. I can be reached at 
Teleshia@nova.edu for your response as well as any questions or concerns. 
Thank you for considering this request. 
Best Regards,  
 
Teleshia Mincey-Jones 
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Validity Questionnaire 
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Validity Questionnaire 
Dissertation Topic: Teachers’ Perspectives: Exploring the Reading Gender Gap Among 
Elementary School Boys 
Thank you for volunteering your time to assist with the development of 3 of the re-
searcher-designed domain with three to five questions in each domain to be added to this 
questionnaire. Your input is very important with respect to the questionnaire itself and the 
development of my overall dissertation. Your willingness to participate is greatly appreci-
ated.  
The full survey is attached for your perusal. All interview questions were self- designed. 
Please rate the researcher-designed questions based on the following information: 
1. Do the researcher-designed questions address specific and appropriate issues as 
they relate to obtaining information regarding reading gender gap among boys?  
a. Yes 
b. No (please explain)_________________________________________ 
2. Do the researcher-designed questions contain language that is free from being 
overly biased or inflammatory that is appropriate for a K-8 educational setting and 
can be easily understood (free of ambiguity and misrepresentation) by teachers’ in 
an elementary school? 
a. Yes 
b. No (please explain)_________________________________________ 
3. Did you find any of the researcher-designed questions negative, insensitive, offen-
sive, or otherwise intrusive?  
a. No 
b. Yes (please identify which question and why) 
____________________________________________________________ 
4. Are there any other survey items(s) you would like to see included that are not 
currently included on the questionnaire?  
a. No 
b. Yes (please state the question and why) 
____________________________________________________________ 
Additional Comments/Suggestions: __________________________________________ 
Thank you for your time and patience in assist with this survey development. 
Teleshia Mincey-Jones, Nova Southeastern University Dissertation Student at the Fisch-
ler College of Education 
